Mississippi State University

Scholars Junction
Theses and Dissertations

Theses and Dissertations

12-14-2013

Professional Learning Communities and Poverty
Paul Ervin Lawrence

Follow this and additional works at: https://scholarsjunction.msstate.edu/td

Recommended Citation
Lawrence, Paul Ervin, "Professional Learning Communities and Poverty" (2013). Theses and
Dissertations. 3655.
https://scholarsjunction.msstate.edu/td/3655

This Dissertation - Open Access is brought to you for free and open access by the Theses and Dissertations at
Scholars Junction. It has been accepted for inclusion in Theses and Dissertations by an authorized administrator of
Scholars Junction. For more information, please contact scholcomm@msstate.libanswers.com.

Automated Template APA: Created by James Nail 2013 V2.1

Professional learning communities and poverty

By
Paul Ervin Lawrence

A Dissertation
Submitted to the Faculty of
Mississippi State University
in Partial Fulfillment of the Requirements
for the Degree of Doctor of Philosophy
in Elementary, Middle, and Secondary Education Administration
in the Department of Leadership and Foundations
Mississippi State, Mississippi
December 2013

Copyright by
Paul Ervin Lawrence
2013

Professional learning communities and poverty
By
Paul Ervin Lawrence
Approved:
____________________________________
R. Dwight Hare
(Director of Dissertation/Graduate Coordinator)
____________________________________
James E. Davis
(Committee Member)
____________________________________
T. Fred Perkins
(Committee Member)
____________________________________
Randle O. Poss
(Committee Member)
____________________________________
Richard L. Blackbourn
Dean
College of Education

Name: Paul Ervin Lawrence
Date of Degree: December 14, 2013
Institution: Mississippi State University
Major Field: Elementary, Middle, and Secondary Education Administration
Major Professor: R. Dwight Hare
Title of Study:

Professional learning communities and poverty

Pages in Study: 208
Candidate for Degree of Doctor of Philosophy
When a school experiences a sudden change in demographics the impact can be
difficult to comprehend. Effective professional development is essential in order for
teachers to comprehend the changes and facilitate school improvement.
This research explores the perceptions, attitudes, and behaviors of middle class
teachers in a town which experienced a dramatic shift in the demographics of students;
many middle class students left the school and many students who qualified for free and
reduced lunch moved in. The teachers who experienced this demographic shift struggled
to understand the changes developing in their school.
In order to develop knowledge of the frameworks of poverty, the teachers
participated in a two-year professional development process known as professional
learning communities (PLC). The first year of PLC training concentrated on the
frameworks of poverty and the second year of the research study concentrated on
improving instruction. Throughout the two-year case study, a triangulation approach of
consisting of interviews, observations, and document analysis was utilized to determine
what changes occurred in the perceptions, attitudes, and behaviors of teachers.

The findings of the research study determined that while the perception of poverty
was relatively quick to change, developing a change in the attitudes and behaviors of
teachers took much longer. Changes in teacher attitude and behavior to poverty were
evident in the second year of the PLC process. The findings of the research study also
determined that the PLC process provided a sustained format of professional
development that allowed experienced teachers the opportunity to share experiences and
learn from each other.
Based on the findings of this study, a recommendation was made that the PLC
process be considered as a viable professional development tool to train teachers on the
impact and frameworks of poverty due to the detrimental impact poverty has on student
achievement. Through a sustained effort in training, the perceptions, attitudes, and
behaviors of teachers can be changed to identify and meet the needs of students. It is the
recommendation of this study that the PLC process be used to change how teachers teach
students of poverty.
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CHAPTER I
NATURE OF THE PROBLEM

Introduction
According to Blank (2005), the vulnerability of a local economy to business
fluctuations is linked to the economic structures of the locality. Some industries such as
manufacturing are historically more affected by the economic cycle with their greater
variations in production and employment. In addition, there is a large impact on the
community institutions that serve the community.
Blank (2005) also noted that when the economic structure of a small town takes a
downturn, the results can be devastating and difficult to fully comprehend. By measuring
the fluctuations in the levels of unemployment, population, and standard of living, the
impact of changes in the economy on an existing population can be statistically assessed.
However, not as easy to detect are the changes in the social norms of the locality. The
social norms include the attitude, adaptability, and expectations that a locality possesses
in adjusting to the transformations that occur.
Blank (2005) stated public and community institutions must adjust to these
transformations in order for a locality to facilitate improvements. The presence of
effective public and community institutions indicates a sign of organization and a
willingness among individuals to work with each other on common goals. When running
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efficiently, it creates a network of associations and connections that determine economic
and social relationships among individuals.
Fluctuations in the economy are also known to have a detrimental effect on
schools. According to Kennedy (2011), schools across the United States have been
forced to cope with a grim financial situation that has left them without adequate
resources. The economy has left schools making decisions to cut programs, move
employees, and slash salaries in order to keep operating budgets in line. In addition,
school districts have been forced to close facilities and curb construction projects due to
downturns in the economy. Kennedy also stated that school systems that have a growing
enrollment are usually able to withstand downturns in the economy better than districts
with a stagnant or declining student population.
This research study looked to gain insight into the reactions, attitudes, and
approaches a small Mississippi public elementary school takes as the local economy
experiences a downturn. Through increases in unemployment statistically recorded by the
Bureau of Labor Statistics (BLS, 2010) such is the case of the local economy in the small
town of Boulder, Mississippi. The public school system that serves this community is the
Boulder School District, which is comprised of three schools: Boulder Elementary
School, Boulder Secondary School, and a Vo-tech center.
This study looked to gain insight into a small town school in Mississippi facing
the adversity of an influx of poverty. The school is Boulder Elementary School, which
serves the citizens of Boulder, a small town on the edge of the Mississippi Delta. Though
Boulder Elementary School has earned the label as a “High Performing School,” the
second highest level of accreditation awarded by the Mississippi Department of
2

Education (MDE, 2009a, 2010a) for the 2008-2009 and 2009-2010 school years, the
community around Boulder Elementary School is drastically changing
According to reports from the BLS (2010), unemployment rates in Morrison
County, Boulder’s location, skyrocketed from 9.1% to 15.4% in a one-year period from
2009 to 2010. In addition, the enrollment for Boulder Elementary School has shown a
steady decline during this time period. According to MDE (2007b), school enrollment at
Boulder Elementary School was 725 at the end of the 2006-2007 school year.
Enrollment has declined during a three-year period to an enrollment of 634 (MDE,
2010b). This decline in enrollment is also reflected on the district level where enrollment
has fallen from 1,362 in the 2006-2007 school year to the level of 1,164 within three
years (MDE, 2007b, 2010b).
In addition to the reduction in overall population, there has been an increase in the
percentage of students receiving free and reduced lunch. According to published reports
from the Office of Research and Statistics in the MDE (2006), in the 2005-2006 school
year, the percentage of free and reduced lunch at Boulder Elementary School was 58.3%.
According to MDE (2007b), a slight increase occurred in the 2006-2007 school year to
59.3%. MDE (2008b) showed a larger increase occurred in the 2007-2008 school year
where the percentage rose to 61.63%. According to MDE (2009b), an even larger
increase occurred in the 2008-2009 school year as the percentage of free and reduced
lunch rose to 73.5%. This trend continued in the 2009-2010 school year when the free
and reduced lunch percentage rose once again to 77.5% (MDE, 2010b). According to
MDE (2011b) the 2010-2011 school year saw the highest percentage of students who
qualified for free and reduced lunch with a reported 82.6%.
3

The increasing percentage of economically disadvantaged students has impacted
test scores. In reviewing MDE (2007a, 2008a, 2009a) data collected from statewide
Mississippi Curriculum Test 2 (MCT2) results in the 2007-2008 school year, and
comparing the same data collected from the 2008-2009 school year, there shows a
dramatic increase in the percentage of students who do not score proficient and above
based on the criteria of economically disadvantaged.
Though Boulder is located on the edge of the Mississippi Delta, the town has
benefited from a large population of workers who have worked in neighboring towns of
Greenwood and Grenada but live in the city of Boulder. This has resulted in a teacher
workforce that has become accustomed to middle class students in a middle class setting.
However, with an increasing number of students who qualify for free and reduced lunch,
a change in the student population occurred. This study looked to document the learning
process of the middle class teachers of Boulder Elementary School as they adapt to the
increase in the number of students from poverty in their school.
However, changing a community institution that is facing adversity is a
complicated process. Fullan (1996) described many facets that a change process will
likely undertake. Fullan described the reactions of teachers to change while also
emphasizing the importance of understanding the change process in order to reshape
teaching and develop the school. Fullan (1993) outlined the change process for school
leaders and how these lessons can be used to enact change in the organization of the
school. While describing change as a journey, he emphasized that change will not occur
through mandates, blueprints, or the vision of an individual, but through the collective
work of a group that is committed to work to develop a skill set over time.
4

At Boulder Elementary School, the professional learning community (PLC)
model sought to increase the knowledge base and skill set of the teachers. According to
Dufour, Dufour, Eaker, and Many (2010), a PLC is an ongoing process in which
educators work collaboratively in recurring cycles of collective inquiry and action
research to achieve better results for the students they serve. A PLC works
interdependently as a collaborative team to achieve common goals for which members of
the team are mutually accountable. Dufour et al. (2010) indicated a PLC learns by doing,
and members realize that learning by doing creates more profound knowledge than
reading, listening, planning, or thinking, thereby developing a skill set to tackle adverse
situations.
This study details through a qualitative case study the steps that Boulder
Elementary School has taken in creating PLCs, and using this professional development
tool to gain an experience and understanding of poverty. Initial discussion in the PLC
efforts focused on a study of Understanding the Frameworks of Poverty by Payne (2005).
Through interviews, observations, and document analysis, the researcher presents a
detailed description of changes in behavior, practice, or outcomes that occur.
Determinations are made as to whether the PLC professional development process of
teachers at Boulder Elementary School had an impact in internal adjustments to changes
in levels of poverty among students.
Statement of the Problem
The problem this study looked to address was the difficulties that middle class
teachers face when teaching students from poverty. According to Smith, Allen, and
Bowen (2010), a classism develops in the attitudes and assumptions that middle class
5

individuals take in their relations and interactions with people who live in poverty. This
classism further develops in social institutions by the depravation and low status given to
individuals in poverty. Smith et al. contended that while most professionals strive to
bring a neutral, value-free perspective to their work, no one is immune to the influence of
underlying attitudes of which they may not be aware. Making an individual aware of
these attitudes is essential to disentangling them from the policies and procedures that
could pose additional obstacles to people living in poverty.
According to Morris (2005), a teacher’s perception of a student plays a profound
role in the success of that student. How a teacher perceives social class varies
significantly according to the teacher’s social context and background. Morris stated that
a teacher relies on their understanding of neighborhood location, along with attention to
styles of interaction, to develop their interpretation of a person’s social background.
Through infrequent social interaction and contact with groups that differ from their own,
teachers fall victim to perceptions of negative cultural assumptions. These assumptions
surface as a teacher interprets the class background and academic ability of their students.
Purpose of the Study
The purpose of the study was to understand how teachers in a small town
Mississippi elementary school facing an increasing enrollment of impoverished students,
react during and after professional development training on the frameworks of poverty as
described by Payne (2005). Offered through the PLC, a qualitative inquiry method using
interviews, observations and document analysis, initial perceptions, experiences and
attitudes gathered. To address the issue of having a staff of middle class teachers
teaching an increasing population of impoverished students, the teachers in the school
6

participated in professional development focused on increasing their knowledge of the
frameworks of poverty. In a PLC format of professional development, the teachers
periodically met discussing their thoughts and experiences with poverty, along with the
issues they face in the classroom setting. The book Understanding the Frameworks of
Poverty by Payne (2005) was used in the PLC meetings to prompt and facilitate
discussion along with constructing a knowledge base of poverty.
Morgan (2000) described individuals who tell simple, brief and incomplete
autobiographical stories as having thin narratives. Utilizing Morgan’s definition, Scholl
and Cascone (2010) believed that thin narratives may in part be the product of a thin
collection of accrued experiences and related social roles and selves. Because of a
relative lack of experiences, individuals are likely to possess a thin sense of professional
identity. Scholl and Cascone considered that a thin professional identity limits an
individual’s ability to be forward-looking, and self-confidant when facing transition,
Research Questions
The primary research question driving the study was: What changes in
perceptions, attitudes, and performance occur in middle class teachers after being
educated on the frameworks of poverty in a PLC format of professional development?
Theoretical Framework
The study concentrated on a constructivist theory. According to Henson (2010),
the early roots of constructivism can be traced back to the 17th Century with the work of
British philosopher and educator John Locke. Locke encouraged teachers to
acknowledge the role that experience plays in learning. Formulating the concept that an
7

individual was born with a blank slate or what Locke commonly referred to as a tabula
rasa he believed that this blank slate was filled solely by experience. Henson further
detailed that by the mid-to-late 19th Century, several European educators including
Froebel, Pestalozzi, and Herbart were developing school curriculum that reflected
Locke’s experience based or activity centered philosophy. Henson claimed that in the
20th Century John Dewey utilized the experience based concept of learning by doing to
drive his Progressive Education Movement from the 1920s to the 1940s. According to
Henson, while origins of modern constructivism have differed between authors,
according to Henson this approach for teaching and learning has been based from the
work of Lev Vygotsky and Jean Piaget. As described by Henson, constructivism is based
on the idea that new knowledge is constructed from the learner’s experiences. A
relationship between new information and prior understanding develops resulting in an
increase of the knowledge base of the learner.
According to Appleton and King (2002), constructivism allows researchers an
opportunity to examine human experience as people live and interact within their own
social worlds. Constructivists aim to understand the variety of constructions that people
possess, trying to achieve some consensus of meaning, but always alert to new
explanations with the benefit of experience and increased information.
This line of thinking, according to Henson (2010), follows the early work of
Vygotsky in what has been described as social constructivism. Vygotsky’s work
emphasized that learning occurs the same way that social development happens, through
interaction with peers, adults, and the physical environment. Henson contended that
Vygotsky’s work led to the development of the contemporary teaching strategy of
8

cooperative learning. In cooperative learning, people are assigned to small groups and
given authentic or lifelike problems to solve. Within these groups, the group members are
held responsible for the other members’ understanding in how to solve the problem.
According to Henson, during the collaboration process, Vygotsky proposed that members
talk about the problem and explain to the other group members the process he or she used
in solving the problem. This cooperative problem solving process helps them heighten
their understanding of the problem, and can also help them heighten their own problemsolving skills. This process known as negotiating meaning refers to the process of peers
coming to a common understanding through social interaction via problem-solving
concepts.
Henson (2010) believed that people’s experiences, environments, and behaviors
affect how they learn. In detailing the constructivist work of Piaget, Henson described
how Piaget did not consider learning to be just the accumulation of knowledge but as the
creation of knowledge. Piaget considered mental growth as the acquisition of new mental
abilities not previously present. Henson described how Piaget believed people have
schemes or systems that are internal frameworks for organizing learning and guiding
behavior. In Piaget’s constructivist theory, learning occurs as the result of an individual
constructing new schemes and as a result of the individual’s differentiating and
integrating existing schemes.
Henson (2010) also described Piaget’s belief in using disequilibrium in the
learning process. This is accomplished by purposefully introducing information that
would conflict or cause discomfort with established structures or patterns of thought.
Piaget believed that individuals would work to reconcile the differences and conflict,
9

thereby creating a learning situation in their effort to escape the position of
disequilibrium.
Appleton and King (2002) described how in constructivist theory individuals give
meaning to reality, events and phenomena through a sustained and complex process of
social interaction. Individuals make sense of the world through the representations and
realities created by perceptions and experiences. As individuals mature and time passes,
these constructed realities grow and mature. Appleton and King believed that
constructivism recognizes the complex interplay that exists which helps form, develop
and alter an individual’s construction of reality. They also believe that a wide range of
views can emerge during a naturalistic inquiry.
Definition of Terms
Middle Class: Chinni (2005) believed defining the term middle class has often led to
ambiguous popular opinions and lacked the clarity of a common language.
According to Chinni, this ambiguity has led to the stretching of the criteria to a
point where everyone believes they are middle class. However, he set the criteria,
in 2005 dollars, for middle class income to range between $25,000 and $100,000
a year. Other criteria however, have extended the income level to well over
$100,000 (Thompson & Hickey, 2005). Gilbert (1998) believed that the middle
class is commonly divided into two subgroups, lower middle class and upper
middle class. He distinguishes differences between the two, claiming that upper
middle class usually consists of highly educated salaried professionals while
lower middle class as semi-professionals and skilled craftsmen. Qualities both
10

subgroups share in common include a comfortable standard of living, significant
economic security, and a reliance on their expertise to sustain themselves.
Professional Learning Community: According to Dufour, et al. (2010), a PLC is an
ongoing process in which educators work collaboratively in recurring cycles of
collective inquiry and action research to achieve better results for the students
they serve.
Conceptual Framework
The research study addresses the concept that middle class teachers experience
struggles and difficulties in teaching students from economically disadvantaged
backgrounds due to a lack of understanding of the facets and conditions in which these
students live. According to Payne (2005), people in poverty face challenges that are
virtually unknown to individuals that are living in middle class. Challenges occur on
both sides, poverty and middle class, due to a lack of understanding of the hidden sources
or hidden rules that each side bring to a setting. According to Payne, understanding these
differences becomes an invaluable tool for a middle class teacher who works with
students from poverty.
Payne (2005) asserted that an individual has an understanding of the hidden rules
of the class in which he or she was raised. Payne defined hidden rules as the unspoken
clues and habits of a group. As part of these hidden rules, groups of people, as well as
economic classes have distinct cueing systems. Payne believed that primarily throughout
American history these cueing systems have been recognized as aspects of racial and
ethnic groups, but that economic classes have not always been thought of in this regard.
11

In looking at the impact this plays in society, Payne (2005) believed that schools
and businesses operate from middle class norms and use the hidden rules of middle class.
This affects achievement in school and success in the workplace due to inability of one
class to recognize the hidden rules associated with a class unlike their own. A problem
exists, according to Payne, as there is an assumption among individuals of a particular
class that individuals of other classes understand their hidden rules. When this
assumption is taken for granted, it creates a situation where immediate assessments are
made on an individual’s capabilities. According to Payne, these assessments are often
the factors which keep an individual from being successful in school or moving upward
in a career.
Payne (2005) maintained if an individual does happen to increase his/her income
level, he/she still retains many of the patterns of thought, social interaction, and ways of
thinking he/she had before income increased. Comprehension of new hidden rules
benefits an individual maintaining and creating key relationships that perpetuate success.
Payne (2005) listed five ways that hidden rules surface in a school or work
session. The first way relates to negative assumptions that are made on an individual’s
intelligence; she contends that these misunderstandings often reflect an individual’s lack
of understanding of hidden rules as opposed to capability. The second way hidden rules
surface emphasize that students from poverty should be taught the hidden rules of the
middle class, not as a way to depreciate their self-worth but as an alternative set of rules
they may use if they choose. Payne stressed that in the third way school officials should
understand that the attitudes students and parents bring with them are an integral part of
their culture and belief system. With this in mind, middle-class solutions will not always
12

work in solving problems or correcting situations. The fourth way hidden rules surface
relates to this by emphasizing that an understanding on the part of school officials to the
culture, attitude and values of poverty will lessen the anger and frustration they
frequently feel when dealing with students and parents. Finally in the fifth way hidden
rules surface, school officials should recognize that many people from poverty do not
view themselves as being poor. This, in part, surfaces from the idea that there is always
someone they know who is in worse shape.
With the concept that middle class teachers struggle in teaching students from
poverty, the research used the PLC method of professional development as a means of
educating these teachers on the aspects that economically disadvantaged students face in
the school setting. According to Dufour, et al. (2010), the professional development
format of a PLC allows teachers to collaboratively meet in an ongoing process to achieve
better results for their students. This collaboration created an exposure to and an increase
in knowledge of the concepts of poverty in which the teachers were unfamiliar with.
Kruse, Seashore-Louis, and Byrk (1994) detailed five qualities which teachers
committed to the PLC process exhibit. The first quality centers on the practice of
reflective dialogue; the dialogue is based on a shared set of norms, beliefs, and values the
PLC possesses that allows the teachers to critique their individual and collective
performance. The second quality reflects a de-privatization of teaching practices that
would require teachers to share, observe, and discuss each other’s teaching methods and
philosophies. The third quality centers on a collective focus by the PLC on student
learning, which is fueled by the belief that all students can learn and that staff members
have a mutual obligation to make sure students learn. The fourth quality Kruse et al.
13

emphasized is in the area of collaboration. They believed that collaboration must move
beyond the concept of merely discussing aspects of the students, and move to the level of
producing materials that will improve instruction, curriculum and assessments for
students. The fifth quality reflects a belief in shared norms and values that affirm
common ground on critical educational issues and a collective focus on student learning.
Dufour, Dufour, and Eaker (2011) asserted that these five qualities should be
supported by structural conditions that must be formed within the school. These
structural conditions include time to meet within the school day, teachers organized into
collaborative teams who work together interdependently to achieve common goals, an
open communication system within and across teams, and teacher autonomy guided by a
shared sense of purpose, priorities, and norms. They also emphasized there must be an
adequate supply of social resources in place to ensure that a PLC thrives. These social
resources include a commitment to continuous improvement, a high level of trust and
respect, sharing of effective teaching practices, supportive leadership and focused
orientation for those new to the school.
The structural conditions outlined by Dufour, et al. (2011) were created within
the PLC structure of Boulder Elementary School. These structural conditions facilitated
the discussions, exchange in ideas, and reactions that developed as the teachers learned
the frameworks of poverty.
The concept of this research project was to understand how middle class teachers
would react during and after professional development training on poverty offered
through the PLC method. PLC team meetings provided an opportunity for teachers who
had little exposure to poverty a chance to learn from literature, dialogue, and team
14

members’ experiences to increase their knowledge of an unfamiliar subject. These
meetings allowed teachers who had experiences with poverty the opportunity to share
those experiences and develop new knowledge based on reflection and discussion. This
newly created knowledge and understanding, on the part of the teachers, also developed
into an effort to improve not only the individual teacher but also the team and the school
as well.
Overview of Research Design and Methodology
The research design of this research study involves qualitative research.
According to Gay, Mills, and Airasian (2009), qualitative research involves the
interpretation of comprehensive narrative and visual data to gain insights into a particular
phenomenon or interest. To Franenkel and Wallen (2009), qualitative research
investigates the quality of relationships, activities, situations, or materials. Interest in the
use of qualitative research lies in understanding the meanings of their worlds that people
have constructed. As Merriam (2009) noted, qualitative research is used to understand
how people make sense of their world and the experiences they have in the world.
Merriam (2009) identified four key characteristics as traits to understanding
qualitative research. The first characteristic is a focus on meaning and understanding in
that the researcher attempts to acquire an understanding of how people make sense out of
their lives. The second characteristic of qualitative research is that the researcher is the
primary instrument for data collection and data analysis. The advantage of this
characteristic develops as it allows the researcher to become immediately responsive and
adaptive as situations arise. However, a potential disadvantage lies in this characteristic
as the possibility for increased biases to occur. The third characteristic of qualitative
15

research is that it is an inductive process. This allows researchers to gather data to build
concepts, hypotheses, or theories rather than deductively testing hypotheses. The fourth
characteristic of qualitative research is that it is richly descriptive. By implementing a
qualitative approach, words and pictures are used as opposed to only numbers; this allows
the research to be illustrative.
The research study used case study methodology for gathering and processing
information. As described by Yin (2003), case study research is a research strategy that
is an all-encompassing method covering design, data collection techniques, and specific
approaches to data analysis. This definition was further developed by Cresswell (2007)
when he described case study research as a qualitative approach in which the investigator
explores a bounded system or multiple bounded systems over time through detailed, indepth data collection and multiple sources of information. The researcher then reports a
case description and case-based themes. Merriam (2009) described the concept of a
bounded system by referring to the idea that what is being studied is a single entity; a unit
where boundaries can limit what is going to be studied.
Gay, et al. (2009) described case study research as having particularistic,
descriptive, and heuristic qualities. The description of particularistic in case study
research develops from the tendency of case studies to focus on a particular phenomenon,
situation, or event. When utilized in a case study, a researcher may investigate a
particular phenomenon to understand a problem that occurs in everyday practice. The
descriptive qualities of case study research derive from the requirement that a case study
will include a thick description, which means a literal description or an explanation of the
behavior as well as the context of the phenomenon that was the focus of the case study.
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The third quality, heuristic, refers to the experience-based techniques for problem
solving, learning and discovery that develop from the tendency that a case study
illuminates the reader’s understanding of the phenomenon. In addition, according to
Merriam (2009), heuristic features in case study research can bring about the discovery of
new meaning, extend the reader’s expectations, or confirm what is known.
Delimitations and Limitations
According to Merriam (2009), the single most defining characteristic of case
study research lies in delimiting the object of study, the case. Stake (2005) suggested that
case study is less a methodological choice, but rather a choice of what to be studied.
Merriam (2009) expressed that the case to be studied is created by a bounded system, a
set of boundaries around a single entity, which becomes the focus of research. By
concentrating on a single phenomenon or entity, the researcher aims to uncover the
interaction of significant factors characteristic of the phenomenon.
Merriam (2009) asserted that if the phenomenon the researcher is studying is not
intrinsically bounded, it is not a case. A technique the researcher claims for assessing
whether the topic is bounded is to ask how finite the data collection would be, that is
whether there is a limit to the number of people involved who could be interviewed or a
finite time for observations. If in actuality or theoretically there is no end to the number
of people who could be interviewed or observations that could be conducted, then the
phenomenon would not qualify as a case.
This research study looked to gain insight into a phenomenon occurring at an
elementary school in a small Mississippi town. The phenomenon consists of the
techniques and aspects of teaching and relating to students that middle class teachers
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experience as the school begins to have a sharp increase in students who qualify for free
and reduced lunch. Included in the research study were the attitudes, perceptions,
experiences, and reactions as the teachers experience the professional development
technique PLC as a way to understand the phenomenon that is occurring. In selecting
Boulder Elementary School as the setting, the proposed study did not include other
schools within or outside the school district. This decision was made based on the unique
phenomenon that is occurring at Boulder Elementary School. At present time, the
phenomenon is not occurring with the same intensity in any other school in the district.
In addition, the access provided to the researcher at Boulder Elementary School due to
his position as principal, allows for the opportunity of in-depth observations to occur in a
manner that would not be equaled in other school settings.
In the literature review section of the research study, sources are utilized in the
subjects of poverty and professional learning communities. On the subject of poverty,
the primary source of literature is based on the work of Payne and her book
Understanding the Frameworks of Poverty (2005). This book will be the basis of study
and discussion in the professional learning communities. In addition to Payne’s work,
the difference between urban and rural poverty will be made. As the research study
focuses on a small Mississippi town, the distinction of having a rural setting will be
made. Literature, which devalues the effects that poverty plays in student achievement
and the impact it has on school culture, will be minimized. In addition, literature which
only emphasizes the effects of poverty in one-particular race or ethnicity of people will
be minimized in an effort to capture its effects on all sub-groups. Literature that
emphasizes the effects of poverty in other countries besides the United States will not be
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used, as it will illustrate qualities and features of areas dissimilar to the location of the
projected research study.
On the subject of PLC, literature that explains this process as a professional
development tool will be utilized. One of the primary sources on PLC will be Learning
by Doing by Dufour et al. (2010). Professional development literature, which does not
feature PLC, will not be utilized. The reason for not utilizing other methods of
professional development is to gain insight on the effects that utilizing PLC will have on
constructing new knowledge in the participants.
According to Gay, et al. (2009), an accessible population is the population in
which a researcher can realistically select subjects in order that results can be generalized.
They further expound that in qualitative research, the process of selecting a small number
of individuals for a study who will be good key informants and provide the researcher
with a thorough understanding of a given phenomenon becomes the goal. Described as
qualitative sampling, this process involves selecting people who can be reflective and
thoughtful due to their perspective and immersion in the research topic under study. In
qualitative sampling, the researcher will usually deal with a small sample, interacting
with them in great depth over a long period of time.
Gay, et al. (2009) noted the goal of selecting a sample population is to find
participants who can best add to the understanding of the phenomenon under study. The
population for the research consisted of the regular education and special education
teachers of Boulder Elementary School. While support staff and teacher aides interact
with students on a daily basis, they were omitted from the population to be studied. A
second consideration for the omission of support staff and teacher aides was the
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scheduling of PLCs, which were scheduled during planning periods. In addition, as
students do not take part in PLC, no students were interviewed or observed as part of the
proposed research study.
The research study used case study methodology. In their description of case
study methodology, Gay, et al. (2009) described it as the exploration of phenomena that
occurs within a bounded system. According to Fraenkel and Wallen (2009) much can be
learned, and insights can be gained from studying a single entity or phenomena. By
studying an entity on a regular basis, patterns and regularities begin to develop. Also,
insights develop from that which appears unique to an individual or phenomenon that
may help others in the future.
According to Gay, et al. (2009), a limitation is some aspect of the study that the
researcher cannot control but believes may negatively effect the results of the study. A
potential limitation of the research study is the interview process. The researcher is
principal of Boulder Elementary School and the participants are teachers at Boulder
Elementary School. In the interview processes, a potential limitation is that the
participants will not give honest answers to questions. Answers that do not reflect true
feelings, or are skewed not to reflect the participant in a negative light in front of their
immediate supervisor are possible.
According to Glense (2011), a way to combat this limitation and increase the
trustworthiness of data collection is to use a multiple methods approach in collecting data
called triangulation. Triangulation is a multiple data-collection method that increases the
potential to obtain a deeper, more complex understanding during the inquiry process.
The proposed research study will implore triangulation through interviewing,
20

observation, and data analysis. In addition, to the use of multiple methods of data
collection, many teachers participated in interviews and casual conversations, many
observations of many teachers were conducted over a long period of time, and many
documents from many teachers were collected and analyzed.
Significance of the Study
The significance of this research lies in the potential insight gained from teachers
who face a transition in the demographics of their classroom through the increase in
population of economically disadvantaged students. The data and information gathered
through qualitative methods may potentially reveal if any new knowledge for teachers
has been constructed through the professional development process of PLC. This study
looked at the potential for using PLC as an educational tool for improving the quality of
teachers who face periods of transition within the classroom.
According to Payne (2005), if a person works with individuals who are
economically disadvantaged, having an insight into how their world is different than
yours is an invaluable resource. Improved decision making, along with avoiding pitfalls
and barriers that limit communication become only a few of the benefits that arise as an
individual becomes educated in a class of people different than their own.
In their discussion on career development, Scholl and Cascone (2010) described
the thin collection of accrued experiences and autobiographical stories on behalf of
individuals in the work environment as a problem that creates a weak sense of
professional identity. Weak professional identities limit an individual’s ability to adopt a
forward-looking, self-confident stance during a transition period. They promote a
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constructivist approach in transition periods to cultivate a more complete sense of
professional identity and develop a workforce that can be adaptive to change.
According to Staempfli, Kunz, and Tov (2012), linking theory and practice is
pivotal for professional and academic work, as well as being relevant for ongoing
professional development. They deemed it essential, in an ever-changing world that
professionals are able to adapt to emerging knowledge. Practitioners need to understand
a situation by making sense of the relationship between abstract knowledge and the
specific situation. Linking theory and practice in such a way is essentially a learning
process in the context of developing and innovating professional practice.
According to Gray (2011), the principal’s role as instructional leader in a school
became a reality as a result of the consequences of the No Child Left Behind (NCLB) Act
of 2001. NCLB has increased the amount of time and collaboration required from school
leaders to help teachers improve their teaching skills. Principals, who he maintained
once held the role of managers, are now required to have the knowledge and ability to
make decisions about planning, curriculum, instruction and professional development.
Gray asserted that this paradigm shift from principals as managers to principals as
instructional leaders is necessary in order for a school to meet the Adequate Yearly
Progress (AYP) goals set by the federal government.
While Staempfli, et al. (2012) concurred that evidence-based practice is the most
commonly associated model with linking theory and practice, they did not believe that
mere publications, guidelines, and implementation of evidence in organizational
procedures would change practice. They endorsed a reflective practice that depends upon
relationships and available knowledge as a way of linking theory and practice. While
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they concluded that this process does prove complex and challenging, new knowledge in
practice is combined with past experience; both are applied to new situations where
outcomes and achievements are monitored, thereby creating a link between theory and
practice.
The practice of PLC, according to Fullan (2011), is built on the power of
collective capacity. When a group is mobilized with a focus and specific goal, it can
accomplish amazing results. Fullan believed that the collaboration in PLC gets results
because not only is the influence of the leader felt, but also peers are supporting and
pressuring each other to do better.
Louis and Wahlstrom (2011) believed that a PLC breaks down the isolation and
short-term focus of the traditional school culture. Motivation occurs for teachers to take
a collective responsibility for ensuring all students learn, and they strengthen a teacher’s
resolve to break out of old practices. They also believed that the change in school culture
that occurs results in higher levels of satisfaction among staff.
Timperley (2008) suggested that if teachers are to change, they need to participate
in PLCs that are focused on being responsive to students. This becomes an integral part
of professional learning.
According to Barber and Mourshed (2007), the quality of a school system cannot
exceed the quality of the people within it. Consequently, effective school systems use
professional learning concepts to provide on-going, collaborative, job-embedded
professional development essential to continued adult learning.
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Organization of the Study
This research study is organized through dissertation requirements for the
Department of Leadership and Foundations of Mississippi State University. Chapter one
of the dissertation consists of the nature of the problem the research study seeks to gain
insight into. This chapter includes a general background, the problem, the purpose, and
the research question. In addition, in chapter one the conceptual and theoretical
framework of the study is explained, an overview of the methodology is given and the
delimitations and limitations of the study are specified. Chapter one of this research
concludes with the significance the study will have to the educational world.
Chapter two of the research study concentrates on a review of the literature. This
review includes theoretical and empirical literature along with previous research to set a
specific pattern and relation to the research study.
Chapter three of the research study highlights the methodology implemented in
the study. The research study implements a qualitative research design and case study
methodology. Included in this chapter are the research questions, the site of study,
participants, and the instruments and materials used. The chapter concludes with the
procedures for data collection and data analysis.
Chapter four presents the results of the research study. Organized by research
questions, the results are given and summarized from the data collected in a clear and
concise manner.
Chapter five of the research study includes the summary, conclusions, and
recommendations that result from the study. A summary of the results is presented as the
results align with the research question. The findings are discussed and conclusions
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generated. Limitations the research study encountered are presented, and the chapter
concludes with general recommendations for practitioners and policymakers along with
recommendations for further research.
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CHAPTER II
REVIEW OF THE LITERATURE

Overview
The literature for this research study concentrates on three themes: poverty, PLCs,
and the theoretical framework of constructivism. The first theme focuses on poverty.
This section begins with the impact poverty plays in education, the section continues with
the problems middle class teachers face in teaching students from poverty. Then the
section presents the work of Payne (2005) and her work training middle class segments of
society on the frameworks and hidden rules of poverty. Included in this section are the
works of other authors who have utilized Payne’s work with success and criticisms of her
work. This section concludes with differences found between rural and urban poverty,
and how the difference pertains to this research study.
The second theme focuses on the PLC. This section relies heavily on the work of
Dufour and Dufour . Included in this theme are the works of authors who have utilized
PLC as tools of professional development.
The third theme focuses on the theoretical framework of constructivism, upon
which this research study is based. Included will be five fundamental principles
associated with constructivism. The chapter concludes with a summation of how the
capacity building process of a PLC could be utilized as a professional development tool
to build a knowledge base in teachers about poverty.
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Poverty
The Influence of Poverty on Student Achievement
According to Anderson, Hollinger, and Conaty (1992), there is a definite
relationship between the average test scores and the school poverty level as measured by
the percentage of students receiving free and reduced lunch. They determined that
students in the poorest schools score at a considerably lower level than students with
lower concentrations of impoverished children. Through their research, the authors
determined that those with 50% of their students eligible for free and reduced price lunch
have substantially lower scores students in schools with 50% or less.
Research conducted by Anderson et al. (1992) also determined that student
achievement is related to family socio-economic status (SES). They determined that on
average, students from low SES families do not score as well as students from high SES
families and the low SES students are in need of special assistance to improve their
achievement. Anderson, et al. also determined that, on average, low SES students
perform lower than higher SES students no matter the school setting; whether the school
has a low or high percentage of students who qualify for free and reduced lunch.
Ladd (2011) confirmed this concept that SES plays an important role in student
achievement. She claimed that study after study has demonstrated that children from
disadvantaged households perform lower in school on average than students from more
advantaged households. She determined that this empirical relationship shows up in
studies using observations on the individual student, school, district, state, as well as the
nationwide level. While different measures exist for determining SES, she believed that
similar patterns exist showing the relationship between family background and
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educational outcome. Ladd believed that the low achievement of poor students results in
the effect that average test scores are likely to be lower in schools, districts, or states with
higher proportions of poor children.
Ladd (2011) contended that child poverty itself may be causally linked to
educational outcomes on a state or nationwide level. She pointed out, “Consistent with
the view that child poverty adversely affects student achievement, the negative
coefficients on the poverty rate variables demonstrate that increases in child poverty rates
during the last 10 years translated into reductions in average test scores “ (p. 5).
Middle Class Teachers and Students from Poverty
According to Hodgkinson (2002), the distance between rich and poor is
increasing, not only in the United States, but also the world. Hodgkinson believed that
nothing is distributed evenly across the country including poverty and jobs. He
contended that although enrollments in colleges of education are becoming increasingly
diverse, the teaching force is still mainly White and draws the majority of its students
from the middle class. He believed that if a student’s practice teaching is in a wealthy
suburban school, and his or her first job is in a school with a high percentage of students
in poverty, success will be very difficult for that teacher.
Bennett’s (2008) research highlighted this problem of a disconnect in interaction
between middle class teachers and students from poverty. Working primarily with preservice teachers in Georgia, she determined that middle class teachers receive little to no
instruction regarding working with low-income students. She explained that in many
Georgia counties the poverty rates are more than one and a half times higher than the
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national average and despite this rate, the lives of middle class teachers rarely interact
with low-income students until they enter the classroom.
Steinberg and McCray (2012) studied student perceptions of teachers and found
that students wanted teachers who knew them as people and were willing to work with
them as individuals. The authors described that teachers who formed relationships with
students, were concerned about their grades, and were aware of their lives outside of
school had the most impact upon students. The positive impact in a student’s life of a
good working relationship between student and teacher is emphasized as a factor in
helping students overcome the issues of poverty (Payne, 2005).
Payne’s Poverty
In her book Understanding the Frameworks of Poverty, Payne (2005), set forth
key points she wanted her readers to remember when examining poverty through middle
class lenses. Payne believed that the concept of poverty is a relative one. Poverty relies
heavily on the relationship of known quantities and the expectations of the individual. If
the individuals who surround you live in similar circumstances and hold the same
expectations, then the line between poverty and wealth can be a quite vague and unclear
concept, relative to the situation at hand. Payne described scenarios that provide
examples of her belief that the concept of poverty is relative to the situation at hand. In
one scenario, Eileen is a 10-year-old girl who lives with her 70-year-old grandmother,
Wisteria. Despite living in a situation that has a low income, they have a car and house
(both paid for) along with a strong relationship with the local church. Though they have
financial issues, their situation has similarities to the people with whom they come in
contact and creates the perception that in some ways they are better off than others.
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Within each scenario, the individuals face issues that limit them financially; however,
other resources in their lives allow them to survive, which give the impression that the
individuals have it better than others.
Situational and Generational Poverty
Payne (2005) set forth two categories of poverty: situational and generational.
She described situational poverty as a lack of resources due an event that occurs in life.
Examples of events that would be characteristic of placing someone in situational poverty
include divorce, chronic illness, death of a family member, or bankruptcy. The common
attitude in situational poverty is that placement in poverty will be temporary and hard
work and improvements to the situation will advance someone back to the middle class
level. Payne believed that the prevailing attitude among individuals from situational
poverty is one of pride and a refusal to accept charity. She also believed that individuals
in situational poverty bring with them more resources, and an ability to communicate in
the formal language used in business and school.
Generational poverty is defined by Payne (2005) as living in poverty for two or
more generations. Unlike situational poverty, the prevailing attitude among generational
poverty is that society owes one a living. Payne described a series of patterns and
characteristics common to individuals living in generational poverty that are often
overlooked, dismissed, or ignored by the middle class when interacting with people from
poverty. One of the first characteristics emphasized the importance of background noise.
When teachers make home visits the TV is almost always on and conversations are
usually participatory, where more than one-person talks at the same time.
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Payne (2005) stressed the importance of personality in poverty; often since money
is not available, the importance of the personality one brings to the setting becomes that
person’s most valuable asset. Entertainment is highly significant in the setting of poverty
as it provides a respite from survival. This is also prevalent in the importance placed on
sense of humor. While humor is frequently about, or at the expense of others, it is highly
valued for its entertainment purpose.
Relationships are an important characteristic in impoverished settings as people
learn upon whom they need to rely to survive. According to Payne (2005), this quite
often leads to the concept that people are possessions used for survival. When an
individual does have the chance to move from poverty it frequently brings a level of fear
and contempt from others who saw the individual as a means of survival.
Payne (2005) emphasized that an important characteristic for the middle class to
learn is that poverty is quite often matriarchal in structure. A female, quite often a
grandmother as opposed to a child’s mother, serves as the caretaker of the family and is
frequently the most powerful and influential member of the family. An individual’s
defined role in society is also seen in both men and women from generational poverty.
Men are often looked upon as lovers or fighters with an emphasis on being a real man,
while women often assume the rescuer or martyr role where she should take care of her
man and her children.
Payne (2005) stressed other characteristics and features that quite frequently
surface in a school setting. In the area of discipline, punishment is about penance and
forgiveness, not about change. In poverty, lessons are not learned from the punishment
bestowed for disciplinary actions. In poverty, there is a strong belief in fate and destiny,
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seldom is choice given credibility as an option. Payne also noted a lack of order or
organization is quite prevalent in individuals from poverty. Homes of individuals living
in poverty are often unkempt and cluttered; filing and planning devices for organization
are relatively non-existent. In addition, individuals from poverty often bring with them a
negative orientation and an unwillingness to take risks. Failure at anything will often
result in ridicule and belittlement. This often manifests itself into polarized thinking
where options are not examined and are not seen as readily available, with quitting and an
unwillingness to try or take risks as a result.
A final characteristic that Payne (2005) highlighted as conducive to generational
poverty is the concept of time. In poverty, time is seldom thought of outside of borders
of the here and now. Time only occurs in the present. The future is looked upon as an
abstract concept with little meaning. Time is flexible and not specifically measured;
rather, time is often measured in terms of emotional significance. This quite often leads
to a frame of mind that lives in the moment with little regard to future ramifications.
What often results is a lack of planning ahead and few, if any, short-term or long-term
goals are ever set. As a result, individuals never look at matters in a proactive manner,
but rather a reactive manner. According to Payne, these are concepts middle class
individuals find difficult to consider and grasp.
According to Payne (2005), these characteristics manifest themselves in the
relationships between individuals in the middle class and adults and children from
poverty. She believed that individuals from poverty tend to quit working if they do not
like their boss or teacher, placing the emphasis on current feelings, not long term
ramifications of their actions. In contrast, they will work hard if they do like you. Payne
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also emphasized that individuals from poverty have a natural distrust of management,
seeing individuals who represent organizations as being inherently dishonest. Payne
believed when individuals from poverty do form a relationship with others outside of
poverty they tend to exhibit possessiveness towards these others and show favoritism, but
they require emotional warmth from colleagues in order to maintain a good working
relationship.
Traits from generational poverty often exhibit themselves within the school
setting. Payne (2005) described a list of characteristics that students from poverty display
daily. These characteristics include being very disorganized, frequently losing papers, not
having papers signed by parents but with an excuse readily on hand as to why they do not
have the signatures. Individuals from poverty tend not to do homework; if they do it,
they may only do part of the assignment, and have a hard time getting themselves started
on an assignment. In describing behavioral traits, she described students from poverty as
not being able to monitor their own behavior, tend to talk back, be physically aggressive,
dislike authority, and laugh when they are disciplined. In addition, characteristics that
Payne described that exemplify students from poverty are the willingness to entertain, not
knowing or using middle-class courtesies, and deciding whether they will work in your
class based on whether they like you or not.
Payne (2005) described the influx of generational poverty into school systems as
creating a barrier and problem to conduct school. This problem becomes even more
prevalent in situations where a school has exhibited in its past a culture of middle class
tendencies. The school finds a decrease in the number of students who bring middle class
values being replaced with students who bring with them the values of poverty.
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Payne (2005) believed that education is the key to getting out of and staying out
of poverty. She described four reasons why an individual leaves poverty. The first is a
goal or vision for what they want to be or have. The second reason is they find
themselves in a situation that is so painful they want to escape. The third reason she
described is someone sponsors an individual to help them overcome the barriers. This
person could be a mentor or role model who shows them a different way of living. The
final reason is that an individual has a specific talent or ability that provides them an
opportunity to rise above the poverty level. In outlining these four reasons why an
individual may leave poverty, Payne emphasized that many who live in poverty never see
these reasons as a possibility. She emphasized that being in poverty is rarely about a lack
of intelligence or ability, but that many individuals stay in poverty because they don’t
know there is a choice. She further emphasized that even if they do know there is a
choice they do not have anyone in their lives who will teach them the hidden rules of the
middle class or provide the necessary resources to move to the next level. Payne believed
that schools are virtually the only place in the lives of someone in poverty where
individuals can learn the choices and the rules of the middle class.
Teaching students to understand these rules and choices of the middle class
requires teachers to understand the frame of reference students from poverty have.
Understanding the difference between situational and generational poverty allows
teachers to devise plans to address issues based on the individual needs of the student.
Resources
These hidden rules, characterized by Payne (2005), are one of eight resources she
described as having an impact on the level of poverty an individual experiences. Payne
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defined poverty as “The extent to which an individual does without resources” (p. 7).
These eight resources include: (a) knowledge of hidden rules, (b) financial resources, (c)
emotional resources, (d) relationships or role models, (e) mental resources, (f) spiritual
resources, (g) physical resources, and (h) support systems.
Hidden rules, Payne (2005) described, separate individuals from poverty and
individuals from the middle class. Additionally, the hidden rules prove to be one of the
pivotal aspects that individuals must master in order to successfully move up and
experience success in a higher class. Payne defined hidden rules as the unspoken cues
and habits of a group. She believed that distinct cueing systems exist between and among
groups and economic classes. While she acknowledged that this concept has been
commonly recognized among racial and ethnic groups, the concept is rarely used among
economic groups.
Payne (2005) emphasized that people commonly characterized as middle class
have assumptions that individuals from different classes understand middle class hidden
rules. Payne explained that when these assumptions are transferred to the work or school
setting, the tendency for problems arises. When an individual from poverty
misunderstands or takes the wrong approach to a school or work situation, the common
assumption among the middle class is that the person must lack intelligence, not that they
do not understand the middle class hidden rules that are present. She detailed that
students from poverty need to be taught the hidden rules of the middle class, not in
denigration of their own hidden rules, but as another set of rules that they can utilize
when they so choose. Payne further emphasized that many of the attitudes, which
students and parents exhibit, lie at the heart of their belief system and culture. In many
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cases, schools bring forth middle class solutions as potential remedies when other more
workable solutions might be found. Payne further detailed that an understanding on the
part of middle class individuals of the cultures and values of poverty will lessen the anger
and frustration middle class teachers quite commonly feel when dealing with students and
parents from poverty.
Payne (2005) conceded that when most individuals think of poverty, they think in
terms of financial resources only. While the ability to purchase goods and services are
extremely important, financial resources do not explain why some people experience
success in leaving poverty while many others stay in poverty. To Payne, the ability to
leave poverty often greatly depends on other resources as opposed to strictly financial
reasons.
The resource Payne (2005) classified as most important is emotional. She
described emotional resources as the ability to choose and control emotional responses,
particularly in negative situations without engaging in self-destructive behavior.
Exhibited through stamina, perseverance, and choices, the emotional resource allows an
individual not to return to old habits or patterns when faced with a new situation. Payne
emphasized that for an individual to move from poverty to middle class, the individual
must learn to suspend the emotion normally displayed in a situation, because the hidden
rules are unlike what he/she has experienced previously. This requires persistence and an
ability to stay with a situation until the individual has learned how to cope with an issue
and feels comfortable handling it. While this often takes time, the ability of a person to
stick with a situation and not give up shows the development of an individual’s emotional
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resources. To facilitate this development, the importance of role models in a person’s life
becomes extremely important.
Relationships and role models are resources through the impact they have in
people’s lives. Payne (2005) detailed that all individuals have role models, but what is
often called into question is the appropriate and nurturing relationship that someone has
on an individual. The ability of the role model to parent, provide a gender role, or work
successfully through a given situation provides the emotional foundation in which a
person learns how to live and react to situations in life. Payne described that when a
relationship or the influence of a role model becomes inherently flawed it creates a
dysfunctional system in which the individual must live. Though all systems have some
degree of dysfunction, the extent to which an individual cannot get his/her needs met
often creates barriers that limit an individual’s ability to escape poverty.
Covey’s (as cited in Payne, 2005) maturity continuum where, in order to become
a fully functioning adult, an individual must develop from being dependent to being
independent to becoming interdependent, Payne (2005) emphasized how an individual
working within a dysfunctional setting is often forced to take an adult role too early in
life. This dysfunction creates a situation where an individual is literally caught between
dependence and independence. She believed that what often develops is someone who
has the responsibilities of being independent coupled with a crippling dependence that
weakens the individual to the point that they have few emotional resources.
Payne (2005) outlined steps for schools to follow when seeking to address the
problem of individuals who have not had access to appropriate role models, or seeking to
provide the emotional resources in order to be successful. By restructuring the school’s
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daily schedule or scheduling additional time, schools can provide additional instructional
time to allow students to stay with teachers longer. This additional time allows for the
establishment of long-term appropriate relationships with adults. Schools can implement
appropriate discipline strategies and approaches that teach hidden rules, implement goal
setting, and begin identifying options that students can employ. In addition, teachers
need to fully understand the importance they play as role models and as providers of
emotional resources.
Mental resources are the ability to process information and use it in daily living.
Payne (2005) detailed that having mental abilities and acquired skills such as reading,
writing, and computing provides a decided advantage for an individual to move out of
poverty. In addition, a person can access information from many different sources
thereby promoting self-sufficiency.
Spiritual resources also play a powerful role in providing a bridge out of poverty.
Payne (2005) described spiritual resources as the belief that help can be obtained from a
higher power, and that worth and love are gifts from God. She believed that this often
gives people a purpose for living and gives an individual hope. Without a spiritual
resource, individuals in poverty often have the feelings of hopelessness and uselessness,
rendering people incapable of finding worth or value in their lives and giving them little
reason to improve an existing situation.
Payne (2005) described a physical resource as having health and mobility. In
many situations of poverty, an individual doesn’t have a body that works, thereby leaving
them dependent on others. However, having a body that is mobile and capable promotes
the ability to work and be self-sufficient.
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Payne (2005) stressed the importance of support systems as a resource to facilitate
avenues out of poverty. She described support systems as the friends, family, and backup
resources available in time of need. In addition, schools provide one of the primary
support systems available to bridge individuals out of poverty. Support systems provide
not only for financial and emotional needs, but knowledge needs as well. Payne
described seven categories into which systems of support usually fall. The first category,
coping strategies, describes the way an individual copes with daily living and the ups and
downs of life. The attitude one has, the ability to convince yourself that things will
improve, strategies for resolving conflicts, problem-solving techniques, and the
avoidance of needless conflicts are all examples of coping strategies. In addition, the
ways an individual approaches tasks, sets priorities, and determines what is or is not
important are also describe by Payne as coping strategies. The second category of
support systems is the options during problem solving. Does an individual have an outlet
for advice to explore all the options that exist when a problem arises? Payne described
the third category, information and know-how, as the key aspect in a support system.
Examples she gave were who helps when a child has trouble with homework? Who
knows the procedures for getting into and going to college? Who deals with the
paperwork associated with taxes, insurance, or loans? She believed possessing the
information and know-how in handling examples such as these are crucial to success in
middle class. The fourth category in support systems is the temporary relief from
emotional, mental, financial, and time constraints. Payne classified this support system
as the people or avenues of relief that are available when the struggles of life become
insurmountable. The fifth category of support system included connections to other
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people and resources. Payne described this as the people who have the know-how and
information to solve problems that exist or occur in life.
The last two support systems deal with what Payne (2005) described as self-talk.
She described self-talk as the internal motivation and strategies that an individual uses to
talk their way through difficult situations or tasks. Positive self-talk, the sixth support
system, includes the little voice inside of all of us that gives us encouraging messages
when times become difficult. In addition, procedural self-talk, the seventh support
system describes the internal voice that talks an individual through a task and determines
whether or not a task is completed or remains unfinished.
According to Payne (2005) schools need to set up support systems within their
structure that allow individuals from poverty to receive the help and support necessary to
move successfully out of poverty. Among the strategies she endorsed for schools to
implement include homework help and scheduling support on a school wide basis,
implementing reading programs that endorse and promote reading, and having students
form and create relationships with teachers by assigning students to one teacher for at
least two years. In addition to organizational structural changes, she also endorsed
instructional strategies that implement the direct teaching of classroom survival skills,
coping strategies, daily goal-setting and procedural self-talk. She believed that the direct
teaching of these strategies will help individuals from poverty develop the skill set and
expose hidden rules of middle class society to students from poverty that are unfamiliar
with its customs and behaviors.
Payne (2005) also endorsed the direct teaching of an alternative set of behaviors
to assist students from poverty in handling discipline issues. She profiled her belief that
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individuals from poverty act in a certain manner when facing discipline because many of
these behaviors are necessary for survival outside the school setting. The two
foundations in which she believed that a discipline program should be built upon are
structure and choice. In her view, a program should guide an individual toward selfgovernance by clearly giving expected behaviors along with the probable consequences
of not choosing those behaviors.
Endorsement and Criticism
The work and theories of Payne have brought forth stories of success as well as
criticism. In her analysis and profile of Payne’s work, Keller (2006) detailed the impact
that Payne’s influence has had on educators struggling with teaching in situations to
which they are unaccustomed. Citing examples of teachers who became puzzled or
confused over incidents that had happened in their teaching career, Keller explained that
Payne’s work has provided insight into and a plausible explanation for these occurrences.
In addition, Keller described incidents where teachers exposed to Payne’s writings
developed an empathy for things they didn’t have before, as well as developing skills in
handling situations better, thereby creating positive experiences in their teaching career.
Smiley and Helfenbein (2011) also studied the impact of using Payne’s A
Framework for Understanding Poverty as part of the curricula in a pre-service teacher
education program. They concluded that Payne’s work did indeed provide a framework
in which pre-service teachers made sense of the urban kids with whom they were
working and created an understanding of a separation based on the culture of poverty.
While not totally enamored with the concept, Smiley & Helfenbein accepted that the
book was creating an identity in what the pre-service teachers were becoming. With this
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idea in mind, they believed the ways teachers see themselves, their students, and the
communities in which they work undoubtedly plays a powerful role in curriculum and
instruction. Their hope remained in the process of continuing to grow the identity of a
teacher past a mere understanding of the differences between teacher and student.
Detailing the findings from the participants in their study, Smiley and Helfenbein
(2011) described how the pre-service teachers found items in Payne’s book to which they
could relate, and explanations as to why things were a certain way. The pre-service
teachers also claimed the book helped by providing tangible answers to their questions
about teaching and by presenting solutions to many of the problems they were currently
facing.
Smiley and Helfenbein (2011) explained that while a few critiques have begun to
surface on the work of Payne, her work has become extremely popular with practitioners.
They concurred that while academicians express great concern about the use and
popularity of Payne’s work among K-12 educators, only recently have these critiques
surfaced. In addition, they also described that little to no research exists on the actual
effects of this ideology on pre-service or in-service teachers.
The primary criticism surfacing on Payne’s work has been from scholars in the
realm of critical theory. According to Gorski (2008), concern has grown over the
uncritical trust that has been bestowed upon Payne’s work by school districts across the
United States. He supported an effort to counter what he considers to be an uninformed,
racist, and classist tool of the educational and societal status quo. In addition, Gorski
surmised that Payne’s work is symptomatic of systemic classism and racism, and
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promotes a sociopolitical climate where authentic dialogue and action against existing
systems of power and privilege will grow less frequently.
Gorski (2008) described eight elements of oppression where Payne’s work
contributes to classism, racism and other inequities in society. The first element he
described as the uncritical and self-serving scholarship of Payne’s work. Gorski argued
that since Payne’s books are self-published, it lacks the rigorous peer reviews other
research needs to be published. As part of a for-profit company, this shields against
revision or critiques that raise questions to the scholarship of the work. The second
element Gorski described is the elusive culture of poverty. Gorski traced the paradigm of
a culture of poverty back to Oscar Lewis and his work in Latin America in the 1960s.
Though this theory has its critics, Gorski believed that Payne’s work is based on this
concept where the attitudes and mindsets of people in poverty should be fixed instead of
fixing the conditions that require the existence of poverty. The third element Gorski
described is the abounding stereotypes prevalent throughout Payne’s work. He asserted
that her work is blatant classism where economically disadvantaged individuals are
classified consistently in a negative manner. Gorski claimed in the fourth element of
oppression that Payne’s work promotes the deficit theory. Utilizing Collins definition (as
cited in Gorski, 2008), Gorski described the deficit theory as the idea that oppressed
people are responsible for their relative lots in life due to their individual and collective
deficiencies. He believed that Payne’s use of unsubstantiated stereotypes exploits and
encumbers oppressed communities rather than the individual or systematic perpetrators of
the communities’ oppression. In the fifth element, described as the invisibility of
classism, Gorski claimed that Payne never mentions any systems of structural inequities
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experienced by people in poverty. He maintained that the book is devoid of concepts
such as power, privilege, class conflict, and oppression. A focus is placed on an
individual’s character traits with a complete disregard for classism. In the sixth element,
which he called the “It’s not about race” (p. 141) card, Gorski claimed that Payne
encourages misunderstandings about poverty and class by avoiding sociopolitical
intersections of poverty and racism. He believed that in order to understand class
authentically, intersections of racism, sexism, poverty and other oppressions that limit
access for groups of people must be examined. In the seventh element, which Gorski
described as peddling paternalism, he explained that Payne’s work promotes an
assumption of moral as well as intellectual superiority on the part of the privileged class.
The effects of this paternalism results in the privileged class looking to save the
underprivileged as well as control public policy to maintain privilege. In the eight
element of oppression entitled compassionate conservatism, Gorski attacked Payne’s
framework on the motivation and political position it takes. He believed that her work
has decisively conservative undertones and is more concerned with maintaining the
present social order as opposed to eradicating poverty and classism.
Despite such criticism, Cuthrell, Stapleton and Ledford (2010) indicated Payne’s
focus represents one of the two primary perspectives in which researchers have examined
poverty. They described Payne’s perspective of poverty as an absence of resources. In
this perspective the individual living in poverty lives without an adequate supply of
resources. The more resources the person does without the higher the person’s risk factor
will be for living in poverty.
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The second perspective is the resilience model. The resilience model, depicted by
Rockwell in her article “Facilitating the Fourth R: Resilience” (2006, as cited in Cuthrell
et al. 2010), focused on protective factors such as individual, familial, and community
which allow for positive adaptation despite significant life adversity. The resilience
model examines characteristics of individuals who have been successful despite coming
from impoverished backgrounds. Cuthrell et al. described factors that support the
resilience are having an internal locus of control, an ability to form relationships, a
caregiver that values education, and opportunities to participate in recreational and
service-oriented activities. They insisted that instructional strategies for working with
children living in poverty must be included in discussions and trainings for teachers.
Rural vs. Urban Poverty
As the research was conducted in a small Mississippi town, the consideration and
differences between rural and urban poverty are reviewed. Citing work from the
Persistent Rural Poverty Task Force, Dudenhefer (1994) stressed that though many think
of poverty as an urban problem, poverty is just as much a problem in rural areas. He
cautioned not to think of rural areas as just farms or agricultural communities as only a
small percentage of rural people live on farms.
According to the U.S. Census Bureau (2010), an urbanized area has as population
of 50,000 or more and rural is classified as any population, housing or territory not
included within an urban area. Boulder’s population according to the 2010 Census was
about 5,000, and the population of Morrison County was about 10,000.
According to reports from the BLS (2010), unemployment rates in Morrison
County skyrocketed from 9.1% to 15.4% in a one-year period. Dudenhefer (1994) stated
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that many may question why people who cannot find employment would stay in areas
such as these. He cited that according to work done by the Persistent Rural Poverty Task
Force a strong sense of place and feelings of kinship exist among people who live in rural
areas. The ties of the people to the land cannot be discounted, and though areas that have
felt persistent poverty provide little in the way of economic or social mobility
opportunities, a rural community nonetheless provides residents with strong ties to family
and friends.
According to Mattingly and Stransky (2010), the recession has resulted in an
increased impact of poverty rates on children under the age of 18, especially in the rural
south. Utilizing data collected from the American Community Survey by the U.S.
Census Bureau (2009, as cited by Mattingly & Stransky, 2010), they highlighted the
increases in poverty in rural areas while comparing it to those same categories in urban
settings. The overall percentage of individuals under the age of 18 living in rural poverty
in the United States was 24.2%, a 1.9% increase from 2008. The overall percentage of
individuals under the age of 18 living in urban poverty in the United States was 26.0% a
2.0% increase from 2008. However, when looking primarily at Southern states the
percentages of poverty in rural areas outnumber those percentages in urban areas. The
overall percentage of individuals under the age of 18 living in rural poverty in Southern
states was 33.3%, a 2.2% increase from 2008. The overall percentage of individuals
under the age of 18 living in urban poverty in southern states was 30.6%, a 1.6% increase
from 2008. When focusing directly on Mississippi, the numbers become even more
drastic. The overall percentage for individuals below the age of 18 living in rural poverty
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was 37.8%, a 2.9% increase. The overall percentage in for individuals in Mississippi
below the age of 18 living in urban poverty was 32.8%, a 2.8% decrease.
According to White and Kline (2012), teachers need to know that rural
communities perceive teachers as leaders in the community. They believed this is a
definite difference than what is experienced in urban communities. With this leadership
role, they claimed that teachers must have the ability to communicate with a range of
stakeholders in a way that break down barriers to educational choice and opportunities.
In addition, they insisted that in a rural community the school is often the largest
organization, as well as the heart of the community. With this in mind, the rural school
frequently functions as the barometer of the community when the pressures of economic,
social and political pressures surface. White and Kline explained that in order for
teachers in a rural setting to be successful, these teachers need to be prepared to teach
students from socio-economic and cultural backgrounds different than theirs. In addition,
due to importance the school holds in a rural community, the decisions the teachers make
need to be based on benefits of the community as opposed to only overcoming individual
deficits.
Teachers maintain a strong influence in a rural setting. As the impact of higher
unemployment and an increase in poverty affect a rural setting, teachers must be taught
the skills to positively affect their setting.
Professional Learning Communities (PLCs)
The second theme of this literature review is PLCs. According to Dufour, et al.
(2010), PLCs are an ongoing process in which educators work collaboratively in
recurring cycles of collective inquiry and action research to achieve better results for the
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students they serve. In looking closer at the definition set forth by Dufour et al., the
multi-faceted aspects of PLCs depict an interwoven approach of team and organization
devoted to improvement.
Dufour et al. (2010) initially emphasized that at the core of PLCs lies learning.
The focus and commitment to the learning of each student lies at the very emphasis of the
learning community. When a school functions as a PLC, educators within the
organization embrace high levels of learning for all students as the reason the
organization exists and becomes a fundamental responsibility of those who work within
the organization. As a result, the assumption grows that if the organization is to become
more effective in helping all students learn, the adults in the organization must also be
continually learning. In order for this to happen structures are created to ensure that staff
members engage in job-embedded learning as part of their routine work practices.
Dufour et al. (2010) declared that the collaboration that exists in a PLC derives
from the members of the team, or teams working interdependently as opposed to
independently, in order to achieve common goals. The results produced in striving for
these common goals are held mutually accountable by each team. The authors insisted
that the teams are the engines that drive the PLC and the importance in its collaboration
cannot be underestimated. Dufour, et al. stressed, however, that two important aspects
must be in place in order for collaboration to play its pivotal role in the improvement
process. First, a team must be focused in on the right issues. Second, the focus of
collaboration must impact classroom practice in a way that will lead to better results for
students, the team, and the school.
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According to Dufour et al. (2010), the teams of a PLC must engage in a collective
inquiry of both the best practices of teaching as well as the best practices of learning.
Included within this process must be an inquiry into what the current reality holds.
Determining what are the current practices and achievement of students promotes
consensus building based on shared knowledge not opinions. According to Dufour et al.,
this foundation pushes a new sense of openness and allows team members to develop
new skills and capabilities, which in turn lead to new experiences and awareness. They
believed that this increase in awareness gradually transforms into fundamental shifts in
attitudes, beliefs, and habits that over time transform the culture of the school. The
authors also stressed that working together builds shared knowledge and increased
benefits for students. In addition, they claim that the qualities of collective inquiry are
the traits found in other professionals in fields other than education, which promote
working and learning together.
Dufour et al. (2010) believed that in order for a PLC to be effective, the team
must be action oriented. The team must understand that powerful learning occurs within
the context of taking action, and they credit engagement and experience as valuable
teachers. The authors stressed that learning by doing will create deeper, more profound
knowledge and will promote a greater commitment to learning than simply reading,
listening, planning, or thinking, all aspects found in other forms of professional
development. They believed that in order to change, the team of the PLC must do things
differently; until things are done differently, there is no reason to expect different results.
According to Dufour et al. (2010), in order for a PLC to run efficiently there has
to be a commitment among the team for continuous improvement. Additionally, there
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must be an evaluation of the status quo and a search for a better way to achieve the goals
and purposes that the organization strives to obtain. In centering the discussion on
improving instruction, Dufour et al. emphasized that the PLC team must gather evidence
on student learning, develop strategies and ideas to build on strengths and address
weaknesses, implement strategies and ideas, analyze the impact of changes to determine
success or failure and apply new knowledge in the next cycle of continuous
improvement. They emphasized that the goal of a PLC is not to develop a new strategy,
but to develop conditions that will facilitate perpetual learning in an environment where
innovation and experimentation can flourish in the day-to-day business of the school.
Dufour et al. (2010) emphasized that the aspects of a PLC, a focus on learning,
collaborative teams, collective inquiry, action orientation, and continuous improvement,
must all be assessed on results as opposed to intentions. Initiatives must be subjected to
ongoing assessment seeking tangible results in order to promote purposeful improvement;
otherwise the team is merely hoping for positive results. According to Dufour et al.
teams must administer a series of common formative assessments to gather evidence of
student learning. The results from these assessments must be reviewed in order to
identify and address concerns, discover strengths and weaknesses in teaching, and
identify students who need additional time and support for learning.
In an article devoted to a historical account and analysis of PLCs, Hord (1997)
traced the beginnings of the PLC concept in education back to the late 1980s with the
work of Rosenholtz and her book Teacher’s Workplace: The Social Organization of
Schools. Rosenholtz (1989, as cited by Hord, 1997) looked at teachers’ workplace and
teaching quality. She maintained that teachers who felt supported in their ongoing
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learning and classroom practice were more committed and effective than those who did
not receive such confirmation. Support came by means of teacher networks, colleague
cooperation, and expanded professional roles. Rosenholtz also found that this support
increased teacher efficacy and expanded the potential for adopting new classroom
behaviors.
In addition, Hord (1997) described the impact that Senge’s book The Fifth
Discipline had as educators explored it and shared the concepts in educational journals.
Senge (1990, as cited by Hord, 1997) described a concept of learning organizations that
could serve to increase organizational capacity and creativity. Within his learning
organization concept, new and expanded patterns of thinking are nurtured, and people are
continually learning how to learn together.
Hord (1997) described these origins of the PLC process as a way that teachers and
administrators can continuously seek and share learning and act on what they learn. The
goal of a PLC lies in its effort to enhance their effectiveness as professionals, thereby
benefiting the students they work with. In addition, Hord stressed the organizational
impact that a PLC can have by becoming a powerful staff development approach and a
potent strategy for school change and improvement.
Hord (1997) declared there were many attributes that a successful PLC should
look and act like. Among these attributes he believed there should be a collegial
atmosphere where the staff is invited to have input into decision-making. Next, there
should be a shared vision that is consistently articulated and referenced. In addition, the
collective learning among the staff should be applied to solutions that address students’
needs. Finally, he believed that the physical conditions and the structure of the school
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should support the PLC process. This includes ensuring that schedules and space are
provided to ensure meetings are productive in time and location.
Hord (1997) reported that PLC must have many observable outcomes for staff and
students. Schools that have organized into PLC have reduced the isolation of teachers
and developed a shared responsibility for the total development of students along with
fostering a collective responsibility. In addition, he believed that the PLC process allows
schools to accomplish significant advances at a quicker rate than traditional schools while
promoting a lasting and significant commitment to change.
Hord’s (1997) analysis encouraged an increase in the frequency of these learning
communities. He concluded that in order for this to occur a paradigm shift would be
needed in both the way the public views education and the way teachers view their roles
in education. The perception of education, in his view, was that the only legitimate use of
teachers’ time is standing in front of the class and working directly with students. He
declared that it would require a focused and concentrated effort on the part of the public
and the profession to understand and value a teacher’s professional development in order
for this paradigm to shift.
The benefits of the PLC process have also been touted as a way to close the
achievement gap. According to Jessie (2007) the PLC process represents a powerful way
to improve student performance. While combining the focus on learning, collaborative
culture, and results-oriented thinking, the PLC process allows the educators in a school to
respond to the needs of their particular school. The ideas and strategies developed by the
PLC team, which are particular to that school, become the ideas embraced and by the
team to close the achievement gap.
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The PLC process allows teachers to participate in a professional development
process not only promoting a teacher’s learning, but also the learning of their students.
Through collaborative inquiry, action orientation, and continuous improvement teachers
learn to work interdependently in addressing problems and developing strategies for the
issues they face.
Theoretical Framework
The third theme in the literature review addresses the theoretical framework upon
which the research study is based: constructivist theory. According to Henson (2010),
constructivism is a theory that claims that new knowledge is created based on the
learner’s own experiences. An individual creates new knowledge by discovering a
relationship between new information and prior understanding.
Appleton and King (2002) detailed five fundamental principles associated with
constructivism. The five principles include: (a) reality and its elements, (b) causality, (c)
unique contexts resulting in absence of generalization, (d) the relationship between the
researcher and the phenomena under study, and (e) the impact of values on the inquiry
process.
With the first principle of constructivism, reality, Appleton and King (2002)
described that constructivist paradigm recognizes that multiple and intangible realities
exist that are not governed by natural laws. Reality is viewed as pluralistic, where
numerous interpretations can be made in a research study. Appleton and King explained
that constructivist researchers deem that social reality exists as individuals experience it
and assign meaning to it. An understanding develops through social interaction with
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others, occurring in a situation where there is a continuous process of negotiation and
interpersonal communication.
Appleton and King (2002) also stressed that in constructivist research a person’s
experience and the context in which the experience occurred are considered valid and
thus incorporated into the research. This allows constructivism to differ from other types
of research where a single or minimal number of correct viewpoints are sought.
According to Appleton and King, a constructivist researcher, while trying to gain a
consensual view, does not dismiss different or conflicting views on reality. These
differing or conflicting views of reality must be described in order to maintain the
trustworthiness of the research.
According to Appleton and King (2002), the concept of causality does not blend
with constructivist theory. They described causality as “misleading, too simplistic, and
out of date, and that the process of assembling meanings does not simply happen in a
linear fashion” (p. 643).
The concept of causality is also rejected by Lincoln and Guba (1985) when they
argued that because “all entities are in a state of mutual simultaneous shaping…it is
impossible to distinguish cause from effects” (p. 37). They further argued, “Mutual
simultaneous shaping means that all things influence each other and that causes and
effects are inextricably intertwined” (p. 242). Proceeding in the same line of thought,
Guba and Lincoln (1989) stated, “Indeed many different effects could be produced by the
same cause, and explanations are at best, here and now accounts that represent a
photographic slice of life” (p. 98).
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According to Appleton and King (2002), the meaning that people give or attribute
to an experience, will determine the nature of construction that occurs. A qualitative
inquiry may produce many unique constructions, and these particular sets of
circumstances may never occur in exactly the same way again.
In looking at the third principle of constructivism, where unique contexts result in
the absence of generalization, Appleton and King (2002) argued that the uniqueness of a
social setting should be valued. A constructivist inquirer should realize that no two social
situations are similar enough to provide a basis where simple or sweeping generalizations
could occur between the two. The interrelationship between people and the actions taken
specific to the question and the context there-in influences the interpretation of the
subjects and gives the data meaning.
Lincoln and Guba (1985) reinforced this argument through their conclusion that
generalizations lose their meaning when studying human behavior. Impossibility exists
in generalizing all human behavior by one set of universal relationships. They further
conclude that generalizations cannot be separated from time and context, claiming that
time will deteriorate any generalization and all generalizations contain contextual
deficiencies.
According to Reason (1998), the primary outcome that results from inquiry
should be a change in the lived experiences of the individuals involved, not the need to
seek generalizations. As such, the focus shifts to sharing the new information and
knowledge that has been produced.
According to Appleton and King (2002), constructivist researchers attempt to give
a detailed description of a case under study, thereby giving the reader a feel for the social
55

reality of the situation. The researcher reports and analyzes the uniqueness discovered in
a setting providing validity to the distinct attributes in the locality. According to the
Appleton and King, a thick description is created where readers can find similarities
between the research and their own situation, which allows the reader to have confidence
in applying the findings to their own practice.
The fourth principle of constructivism (Appleton & King, 2002) is the
relationship between the researcher and the phenomena under study. Objectivity or at
least partial objectivity has been the aspiration of researchers conducting inquiry,
However, drawing from the work of Guba and Lincoln (1989), Appleton and King (2002)
concluded that this type of partial objectivity has no place in constructivism. According
to Appleton and King, the belief in constructivism is that reality consists of multiple
mental constructions. Interactive experiences with others allow individuals to construct
meanings of the world around them. The interaction between researcher and participant
will create the study’s findings, and what will emerge is data produced by inquiry.
This viewpoint is supported by the work of Reason (1994) in his assertion,
“participative research is conducted with people rather than on people” (p. 11).
Throughout the whole data collection process, inquirers and respondents are constantly
influencing each other.
According to Appleton and King (2002) constructivist research encourages the
researcher to discuss issues and topics with fellow practitioners prior to the investigative
process. This approach allows the researcher to refine his/her thinking prior to
contemplating access to the site. By conducting a productive process of interaction and
discussion with potential participants, Appleton and King concluded that a researcher is
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more likely to gain access to study sites and achieve a purposive sample. They
emphasized that this must begin in the initial stages of inquiry and remain a sustained
process throughout.
Lincoln and Guba (1985) argued that throughout the inquiry process an
interaction is taking place between the researcher and the participant where perceptions
and expectations are changing. Described as mutual shaping, the gathering and use of
data on behalf of the researcher is creating an influence on the value system of the
researcher and the participant. Lincoln and Guba recommended that researchers
capitalize on this interactive process as they resolve that such dialogue will be
fundamental to the researcher in discovering various views of reality that may exist.
Appleton and King (2002) argued that the flexibility and adaptability human
researchers provide are beginning now to be recognized. The adaptability and flexibility
surfaces as researchers can respond to the situations and data by the effective use of
interpersonal skills. This develops further in data collection where procedures can
change when necessary through the creative and intuitive processes. Appleton and King
concluded that the interaction continues with the hermeneutic/dialectic process of data
analysis when the researcher seeks similar and contradictory viewpoints, as well as
explanations for any inconsistencies.
In the fifth principle, the impact of values on the inquiry process, Appleton and
King (2002) argued that values are seen as an essential part of knowledge creation in the
constructivist paradigm. They believed that the values and preconceived ideas of not
only the researcher but also grant-funding organizations always influence the inquiry
design and process.
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Guba and Lincoln (1982) also emphasized the impact of values when they
emphasized four different ways values influence constructivist inquiry. The first
influential step initiates, as the researchers own beliefs and values impact the area that
will be investigated. The second, the assumptions and values of the researcher will guide
theory and methodology in the overall inquiry process. Third, the presence of values in
the study’s setting will influence research, and finally, all the groups studied create
constructions, therefore the beliefs and values of all groups should be deemed as
influential.
Summary and Conclusion
The research study looks at the changes in perceptions and attitudes of middle
class teachers who have been taught on the frameworks of poverty through a PLC format
of professional development. In the literature review, research was gathered on three
themes: poverty, PLCs, and the theoretical framework of constructivism. These three
themes formed the foundation of background knowledge and guided research throughout
the study.
Anderson et al. (1992) determined that poverty has a definite impact upon student
achievement. In addition, Bennett (2008) found a disconnect in the interaction between
middle class teachers and students from poverty. This research study found the same
problem existed with the teachers of Boulder Elementary School, the site selected for the
research study.
Using the framework that Payne (2005) described, teachers were introduced to
Payne’s concepts of poverty in a PLC format of professional development. These
concepts included the different types of poverty which she described a situational and
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generational poverty. In addition, a concept Payne emphasized were the eight different
types of resources that had an impact on an individual’s experiences in poverty. Within
these PLC team meetings, teachers built knowledge through shared experiences, as team
members discussed different concepts in Payne’s framework of poverty.
The differences between rural and urban poverty were researched as well. White
and Kline (2012) emphasized that teachers in a rural setting need to know the impact they
hold in rural communities as the school is often viewed as the heart of the community.
Therefore, having teachers who understand the impact of poverty in a community is
important.
The second theme of the literature review focused on the PLC process of
professional development. Dufour et al. (2010) detailed the importance of collaborative
teams in the PLC process. Collaborative teams focused on learning, collective inquiry,
action, and continuous improvements define the aspects of a PLC at work. Collaboration
is a necessary process in the PLC process, team members must be willing to share
experiences, and discuss topics as they are brought to the group.
The third theme of the literature review focused on the theoretical framework of
constructivism. Henson (2010) claimed that as part of the constructivist process, an
individual creates new knowledge by discovering a relationship between new information
and prior understanding. Within the PLC team meetings, shared experiences on poverty
formed not only new knowledge for teachers, but expanded knowledge for teachers who
had experienced poverty.
The three themes of the literature review, poverty, PLCs, and constructivism form
the background information and guide the research study. The literature reviewed
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indicates that new knowledge can be gained through the collaborative process of a PLC.
A PLC promotes constructivist theory by allowing team members to gain knowledge
through their own experiences as well as the experiences of others. An existing gap in
the literature is evident in using a PLC as a professional development tool to teach
educators about the frameworks and impact of poverty on their students. Therein lies the
focus of this research study, to use the professional development tool PLC and its focus
on building knowledge through shared experiences as a way to increase the knowledge of
teachers about poverty and its impact upon students.
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CHAPTER III
METHODOLOGY OF STUDY

The organization of Chapter III centers on the methodology used in the research
study. The chapter details the research design and general methodology, the research
site, the participants, and the materials used. The chapter concludes with the procedures
for data collection and data analysis.
Research Design and Methodology
Qualitative techniques drove the research design of this study. Qualitative
research involves the interpretation of comprehensive narrative and visual data to gain
insights into a particular phenomenon or interest (Gay, Mills, & Airasian, 2009). In
addition, qualitative research investigates the quality of relationships, activities, situations
or materials (Fraenkel & Wallen, 2009). The interest of qualitative research lies in
understanding the meaning that people have constructed, that is, how people make sense
of their world and the experiences they have in the world (Merriam, 2009).
A two-year longitudinal research study was conducted to understand the concepts
and perceptions that middle class teachers created on a day-to-day basis in their
interactions with students from poverty, and whether these behaviors changed after
training on the frameworks of poverty in a PLC professional development format. An
approach commonly known as the triangulation of research strategies or the
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implementation of various methods modes of research (Glense, 2009) was utilized in data
collection. The three approaches used in the qualitative triangulation research method
were interviews, observation, and document collection. Through the use of these three
methods, the researcher formed an understanding and gained insight into the participants’
perceptions and thought processes. In addition, insight was gained of the performance
and methods that teachers used in their daily interactions with students from poverty and
how these actions and performances changed, if any, after training on the frameworks of
poverty.
Merriam (2009) identified four key characteristics that are traits to understanding
qualitative research. The first characteristic is a focus on meaning and understanding. In
this characteristic the researcher attempts to acquire an understanding of how people
make sense out of their lives. The second characteristic of qualitative research is that the
researcher is the primary instrument of for data collection and data analysis. The
advantage to this characteristic is it allows the researcher to become immediately
responsive and adaptive; however, a potential disadvantage lies in biases that can occur.
The third characteristic of qualitative research is that it is an inductive process. This
allows researchers to gather data to build concepts, hypothesis or theories rather than
deductively testing hypotheses. The fourth characteristic of qualitative research is that it
is richly descriptive. By implementing a qualitative approach, words and pictures are
used as opposed to only numbers allowing the research to be illustrative.
The first characteristic of qualitative research that Merriam (2009) described, a
focus on meaning and understanding, was accomplished through interviews,
conversations, and observations with each of the participants during the first year of
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research. Interviews and discussions were conducted in the PLC team meetings on the
perceptions that each teacher had on poverty. Using the book Understanding the
Frameworks of Poverty by Payne (2005) as a guide and prompt for discussion, the
distinctions of how a life in poverty was different than that of a middle class family
started to emerge.
Merriam (2009) described the second characteristic of qualitative research, as the
researcher is the primary instrument for data collection and analysis. This was
accomplished throughout the two-year process as the researcher attended PLC team
meetings, conducted interviews, observed participants in action, collected data and
analyzed findings to gauge the effects that occurred. By being placed on a day-to-day
basis in the routine of the school, the researcher was able to observe changes in behavior
and attitude in situations that participants were engaged in.
The inductive process, which was third characteristic of qualitative research,
Merriam (2009) described, allowed the researcher to gather data to build concepts and
patterns through this process. As the PLC began to develop and meet, the information
that arose from the meetings drove new thought processes, constructed new ideas and
created new perspectives in the way to look at situations. While situations did not change
in every PLC, or with every participant, evidence began to surface that a change in the
way teachers approached issues was developing.
A richly descriptive account is the fourth characteristic of qualitative research
Merriam (2009) described. The research study detailed how participants were introduced
to a new topic, combined their knowledge of this topic with their own understanding, and
then acted upon this new knowledge in their interactions with students. Details
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developed as participants connected real scenarios with the new knowledge they had
constructed. A deeper understanding developed among participants as they acted upon
their knowledge, and considered the ramifications of their actions. When questioned,
participants explained and detailed why they chose to address issues, and handle
situations in a particular manner.
The research study used the case study methodology for gathering and processing
information. Yin (2003) described case study research as a research strategy that is an
all-encompassing method covering design, data collection techniques, and specific
approaches to data analysis. Cresswell (2007) further developed this definition where he
described case study research as a qualitative approach in which the investigator explores
a bounded system or multiple bounded systems over time, through detailed, in-depth data
collection through multiple sources of information and reports a case description and
case-based themes. Merriam (2009) equated the concept of a bounded system to the idea
that what is being studied is a single entity, a unit where boundaries can fence in what is
going to be studied.
The case study at hand consisted of studying participants at a small town
elementary school as they participated in PLC professional development sessions.
Interviews were conducted, participants were observed and data were collected from
participants. Determinations were then made as to whether changes in perceptions,
attitude and performance occurred as a result of the professional development. The case
study was bounded by place and time, as the study was conducted over a two-year period.
Gay, et al. (2009) described case study research as having particularistic,
descriptive, and heuristic qualities. The description of particularistic in describing case
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study research develops from the tendency of case studies to focus on a particular
phenomenon, situation, or event. Utilizing this feature in a case study, a researcher
investigates a particular phenomenon to understand a problem that occurs in everyday
practice. The descriptive qualities of case study research derives from the basis that a
case study includes a thick description, which means a literal description or an
explanation of the behavior as well as the context of the phenomenon that was the focus
of the case study. The third quality, heuristic, refers to the experience-based techniques
for problem solving, learning, and discovery that develop from the tendency that a case
study illuminates the reader’s understanding of the phenomenon. In addition, according
to Merriam (2009), heuristic features in case study research bring about the discovery of
new meaning, extend the reader’s expectations, or confirm what is known.
The particularistic design of this research study focused on the phenomenon of
having middle class teachers instructing students from impoverished backgrounds. The
issues that develop due to the lack of understanding the differences in class create barriers
to awareness and acceptance (Payne, 2005). Descriptive tendencies developed as
teachers became aware of the differences in thought processes and tendencies that middle
class individuals exhibit in interactions with impoverished students. As a result, the
research study presented concepts that gave insight into how middle class teachers
perceive and interact with impoverished students.
The research method of this study was an instrumental case study. An
instrumental case study refers to the studying of a particular case to provide insight to an
issue or redraw a generalization (Glense, 2009). According to Schram (2006, as cited in
Glense, 2009), the strategic value of a case study lies in its ability to draw attention to
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what can be learned from a single case. As a result, focus is placed on the complexity
within the case, on its uniqueness, and its linkages to the social context of which it is a
part (Glense, 2009).
The complexity within this research study is derived from the change in
demographics that Boulder Elementary School experienced within a short time period.
While the struggles that Boulder Elementary School had their own unique aspects in
regard to level of understanding, generalizations are possible for other towns or
organizations that experience a sudden change in demographics.
The research study utilized qualitative techniques and case study methodology. In
following the qualitative characteristics that Merriam (2009) described, the researcher
participated in, collected and analyzed data that developed patterns and understanding
that led to a thick description of the events and process followed. In addition, the
research study followed case study methodology by studying a bounded system over time
and displaying particularistic, descriptive, and heuristic qualities (Gay, et al. 2009;
Merriam, 2009).
Research Site
The primary research question driving the study was: What changes in
perceptions, attitudes, and performance occur in middle class teachers after being
educated on the frameworks of poverty in a PLC format of professional development?
The site the research study was conducted at is Boulder Elementary School.
Boulder Elementary School is a rural small town elementary school serving the town of
Boulder, Mississippi. Boulder Elementary School serves kindergarten through sixth
grade, with a school population of approximately 700 students.
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Data were gathered from weekly PLC team meetings conducted on the school
campus, formal and informal observations conducted on the school campus, and
documents collected from incidents on the school campus. The school campus of
Boulder Elementary School is separated into seven separate sections of classrooms called
pods. Each pod contains five classrooms and each pod serves one grade. Six of the pods,
which contain Grades 1 through 6, are connected to one main building, while
kindergarten has its own separate building adjacent to the main building. The
kindergarten pod contains seven classrooms, with only six utilized during the school year.
Participants
According to Merriam (2009), non-probability sampling methods are the
preferred method of sampling for qualitative studies. In a non-probability sample the
field worker attempts to solve qualitative problems such as discovering what occurs, the
implications of what occurs, and the relationships linking occurrences. Merriam
described that the most common form of non-probability sampling methods is the
purposeful sampling. She described that purposeful sampling is based on the assumption
that the investigator wants to discover, understand, and gain insight and therefore must
select a sample from which the most can be learned. Merriam detailed how purposeful
sampling produces an information rich case for in-depth study. She believed that
information rich cases are those from which one can learn a great deal about issues of
central importance to the purpose of the inquiry.
Boulder Elementary School had a total faculty and staff of 61 during the 20102011 school year. The all-female faculty consisted of 32 regular education teachers,
three special education teachers and two gifted teachers. The school had one counselor,
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one social worker, one lead teacher that served the entire school, one librarian and two
speech teachers. In addition, the staff had three office workers, three custodians, and 12
teacher assistants. Within the 12 teacher assistants, three of these teacher assistants were
employed using the America Reads program, which allows teacher assistants to further
their education by earning credit for college tuition.
Thirty-three teachers were chosen and participated in the first year of the research
study. Of these teachers, 30 were regular education teachers, one was a gifted teacher,
and two were special education teachers. Two regular education teachers chose not to
participate in the research study and the schedules of the other gifted teacher as well as
the other special education teacher were not conducive to meet on a PLC team. Due to a
difficulty in scheduling and a need for the training to be given to teachers, it was decided
that the social worker, counselor, librarian, lead teacher, speech teachers, office workers,
custodians, and teacher assistants would not participate in the PLC process or the
research study.
Participants in the study were divided into seven different PLC teams. The PLC
teams reflected the grade the teachers worked with within their pod. The gifted teacher
met with the sixth grade, one special education teacher met with kindergarten, and the
other special education teacher met with fifth grade.
PLC team meetings were scheduled on a weekly basis. Each grade met during
their 40-minute planning period on a scheduled day. Meeting times were set up for
every grade: kindergarten met on Thursday, first grade met on Tuesday, second grade
met on Thursday, third grade met on Wednesday, fourth grade met on Wednesday, fifth
grade met on Monday, and sixth grade met on Tuesday. Periodically throughout the
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school year holidays or school events would cause a meeting to be cancelled for the
week, but careful consideration was made not to schedule events such parent conferences
during PLC team meeting times. This ensured that PLC team meetings met as scheduled,
ensured a steady pace where teams met consistently, and allowed teams to maintain the
same relative position in discussions and book sections.
Of the original 33 participants in the research study, 4 retired at the end of the
2010-2011 school year leaving 29 of the original 33 participants for year two of the
study. Of the 29 participants, 4 teaching positions changed due to fluctuations in
numbers of enrollment that resulted in changes in teacher grade placement.
In the second year of the study, PLC meetings were conducted for kindergarten
through sixth grade with an increased concentration on improving instruction and
increasing student learning. The 29 participants were observed and interviewed, and data
were collected to determine what changes in perception and attitude had occurred due to
teacher training on the frameworks of poverty.
Materials Used
In the qualitative study, the interaction between participants, interaction between
participants and students, documents, and the interaction between researcher and
participants served as the basis for acquired data. Initial interviews were conducted with
PLC teams to gauge and determine the participants’ knowledge and experience with
poverty. The answers the teachers provided produced the initial perceptions, knowledge,
and attitudes the teachers had about poverty.
As the teachers participated in the PLC team meetings, Payne’s (2005) book
Understanding the Frameworks of Poverty served as the basis for initiating discussion on
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poverty. As discussions were initiated, the teachers constructed knowledge and
experiences of poverty through the shared experiences of the participants. The researcher
noted these shared experiences as the weekly PLC team meetings were conducted
through the seven grades of Boulder Elementary School.
Formal and informal observations were conducted throughout the two years of the
research study. Teachers’ actions were observed and noted to determine changes in
perceptions and attitudes that had developed due to the training on poverty through the
PLC process. In addition, casual conversations held throughout the two years provided
insight to changes in perceptions and attitudes that teachers held on poverty.
At the conclusion of the research study, participants were individually
interviewed on a series of nine questions to determine their knowledge, perceptions and
attitudes concerning poverty. In certain cases, follow-up questions were asked to
teachers to provide additional feedback and perspective. Interviews were recorded, and
notes were taken as teachers answered questions. Interviews were transcribed from
recordings and answers were compared. The answers teachers gave during interview
sessions were studied for similarities and patterns that developed.
In addition, school documents were collected that displayed discipline referrals
and student test results. These documents were combined with and compared to what the
researcher observed and the interactions the researcher had with the staff as they were
trained on poverty.
The initial interviews, formal and informal observations, casual conversations,
and the individual interviews that were conducted at the end of the two-year study
provided the data for the research study. These collected data were combined with the
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documents collected through discipline referrals and test results to determine what
changes in perception and attitude developed as a result of the teacher’s training in
poverty.
Data Collection
During a two-year period, data were continuously collected through interviews,
observations, conversations, and documentation. According to Merriam (2009),
qualitative data consists of direct quotations from people about their experiences,
opinions, feelings, and knowledge, which can be obtained through interviews and
conversations. Qualitative data also includes detailed descriptions of people’s activities,
behaviors and actions recorded in observations. In addition, Merriam detailed that
qualitative data are also collected through excerpts, quotations, and entire passages
extracted from various types of documents.
Initial data collection started with the interview process. In a series of seven
small group PLC team meetings, teachers were interviewed to determine their initial
perceptions and knowledge of poverty. According to Merriam (2009) data are obtained
from a group interview process as information is socially constructed within the
interaction of the group. She detailed that an advantage a group setting has is that it
allows people to talk about segments of their everyday life that they would normally not
discuss.
Glesne (2011) described three categories of interview questions asked during an
interview process. The first she described as structured interviews where the questions
begin and remain unchanged throughout the interviews. The second category is a semistructured interview where questions may emerge in the course of interviewing and may
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add to or replace pre-established questions. The third category she described as
unstructured or conversational interviews. In this category, questions may develop on the
spot through dialogue and interactions. To initiate the initial small group interview
process, a structured question was posed to each group: “What was their perception of
poverty?” This structured question allowed for conversation and interaction to begin
within the groups as responses and dialogue were exchanged between participants. What
resulted was the formation of unstructured and conversational interview questions
developed. These initial interviews formed the foundation of the initial perceptions and
attitudes the participants held concerning poverty. The data collected from these initial
interviews revealed a perception that all groups considered poverty as an individual who
did not have money.
After the initial interview process was completed, data were collected over a twoyear period through observations, conversations, and document collection. According to
Merriam (2009) observations take place in the setting where the phenomenon of interest
naturally occurs. She further explained that informal interviews as well as conversations
are often interwoven with the observation process.
Glesne (2011) detailed the continuum of four roles: full participant, participant as
observer, observer as participant, and complete observer that a researcher could play as
the role and the relationship between researcher and participant is developed. The
researcher used the role of participant as observer to collect data for the research study.
Merriam (2009) described that in the participant as observer role, the group knows the
researcher’s role, and provides a deeper level of information in exchange for
confidentiality. Adler and Adler’s description (1998, as cited by Merriam, 2009) of an
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active membership role described the role that researchers use where they observe and
are involved in the central setting and assume responsibilities for advancing the group
while not fully committing to the values and goals of the participants.
Over a two-year period the researcher conducted a professional development
process known as PLC with the participants to train them on the frameworks and aspects
of poverty. The first year concentrated heavily on introducing and teaching the
frameworks of poverty utilizing Payne’s (2005) material to teach the teachers about
poverty. In the second year of the research study, the primary focus of the PLC shifted to
improving instruction. Interwoven in these PLC meetings was the process of having
teachers implement the material the teachers had be taught regarding poverty and using
this knowledge to improve instruction for students.
As the researcher, I participated in the PLC team meetings over a two-year period.
I interacted with and observed the participants as they met in PLC team meetings that
taught the participants on the frameworks of poverty and later implemented this
knowledge to improve instruction. I observed the activities and interactions during the
two years of the PLC team meetings as well as the conversations that developed among
participants in these PLC team meetings. I observed the activities and interactions the
participants made with students as they learned the concepts and frameworks of poverty.
I also observed many informal conversations the teachers made with students and fellow
teachers. In addition, I observed whether the material discussed the PLC team meeting
impacted the daily routines and behaviors exhibited by teachers. To collect the data
made from these observations, notes were taken during PLC team meetings as
participants learned concepts, shared experiences, and discussed strategies to implement
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their knowledge. Notes were also taken as conversations developed in formal and
informal settings about how the material that had been discussed in PLC team meetings
was being recognized by teachers. In addition, notes were taken to check that teachers
followed through with strategies they had discussed or said they would implement as a
way to approach students from poverty.
As the researcher, I am also the principal of Boulder Elementary School. When
the research study began in the 2010-2011 school year, I had 3 years administrative
experience at Boulder Elementary and 8 years total administrative experience. I have a
Bachelor of Arts degree in History from Mississippi State University. I have a Master of
Science degree in Educational Leadership from Mississippi State University, and am
presently working on my Ph.D. in Elementary, Middle, and Secondary School
Administration from Mississippi State University. The research study is part of my
dissertation process at Mississippi State University. A more formal list of my education
and administrative experience is found in my resumé (see Appendix A).
Within the two years of the research study, documents were collected to provide
data for the research study. According to Merriam (2009) documents are usually
produced for reasons other than the research at hand and provide a source of data that is
not subject to the potential limitations that interviews and observations face. She
explained that where the presence of the researcher could intrude or alter a setting by
producing cooperation, documents often show a more objective look at a setting.
A wide variety of documents were collected as the research study developed. In
the initial stages of the research documents were collected that described the school and
community. Documents were collected that described the change in free and reduced
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lunch percentages. Throughout the research study, documents were collected on student
discipline to provide data on whether strategies discussed in PLC team meetings were
being implemented in the classroom setting. In addition, documents produced that
reflected student test scores on state standardized tests were collected to provided data on
student achievement.
As the research study concluded, each participant was individually interviewed.
The interview had nine structured questions but allowed flexibility for follow-up
questions. Merriam (2009) described this technique as a mixture structured and semistructured interview, which allows for specific information desired from all respondents
but allows for issues to be explored if the researcher determines an emerging topic. All
interviews were recorded, and transcribed. In addition, notes taken during each interview
that gathered observed reactions and served as a backup for recording malfunctions. The
data gathered from each interview was collected used for data analysis.
The two-year research study used a variety of approaches to collect data. Initial
data collection techniques utilized group interviews and collected documents on the
school, community and free and reduced lunch percentages. As the study progressed,
data were collected in observations and conversations that occurred in PLC team
meetings, as well as informal and formal observations, and conversations conducted in
the classroom and school setting. Documents were also collected that reflected on
discipline referrals and student test scores throughout the study and a summative report
was collected at the end of the research study. At the conclusion of the research study,
each participant was interviewed and data were collected on the answers each teacher
gave to the interview questions.
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Data Analysis
Data analysis was a continual process throughout the entire research study. From
the inception of the research study, as data were collected, it was simultaneously
analyzed in comparison to other data collected as well being categorized for future
analysis. Merriam (2009) believed the interaction between researcher and participant, the
triangulation of data, the interpretation of perceptions, along with the rich, thick
description provides the rigor for qualitative research.
Merriam (2009) described that research studies must be rigorously conducted in
order to produce valid and reliable results. Qualitative studies must focus careful
attention on the way data is collected, analyzed, and interpreted in order that the findings
are understood. Merriam detailed that understanding is the primary rationale for
qualitative investigation, and in order to provide an authentic and trustworthy study the
strategies for qualitative research must be followed.
Lincoln and Guba (1986) developed four criteria for producing trustworthy and
authentic results in qualitative research to parallel those of the conventional paradigm of
research: internal validity, external validity, reliability, and objectivity. The four criteria
Lincoln and Guba developed were: credibility, transferability, dependability, and
confirmability. With their criteria, credibility was analogous to internal validity,
transferability analogous to external validity, dependability analogous to reliability, and
confirmability analogous to objectivity.
While there are differences between the criteria for qualitative research and the
conventional paradigm of research, Merriam (2009) described each of the conventional
paradigms of research and compared them to Lincoln and Guba’s (1986) criteria for
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qualitative research. Merriam described internal validity as how the research findings
match reality. When compared to the criteria for qualitative research, credibility, this
criterion assesses whether the findings are credible given the data presented. She
described external validity as the extent to which the findings of one study can be applied
to other situations. When compared to the criteria of qualitative research, transferability,
this criterion allows an investigator to transfer the findings to a different situation if
sufficient descriptive data is in place. Merriam described reliability as the extent to
which research findings can be replicated. When compared to the criteria of qualitative
research, dependability, this criterion looks see if the results are consistent and
dependable with the data collected, as opposed to being replicated. Merriam described
objectivity as the neutrality present in research. When compared to the criteria of
qualitative research, confirmability, this criterion looks at presentation of the data and its
results but does not pre-suppose neutrality due to the qualitative relationship between
researcher and participant.
Lincoln and Guba (1986) developed techniques to increase the probability that
these four criteria for producing trustworthy and authentic results in qualitative research
were met. Included within this research study were the techniques Lincoln & Guba
described as prolonged engagement, persistent observation, triangulation, thick
descriptive data and an audit trail.
Lincoln and Guba (1986) described prolonged engagement as the lengthy and
intensive contact with the phenomena or respondents in the field. This was accomplished
as I spent two years as a participant observer collecting data through interviews,
observations, conversations, and document collection. Data were simultaneously
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analyzed as they were collected to determine developing themes and categories. I served
as principal of Boulder Elementary School during the time of the research study, which
enabled my access to PLC meetings, observations, and document collection.
Lincoln and Guba (1986) described persistent observation as the in-depth pursuit
of those elements found to be especially important through prolonged engagement.
During the two-year period, I was able to attend every PLC team meetings in all seven
grades. I was able to observe how the teachers learned through shared experiences of
their fellow colleagues as they discussed the frameworks of poverty. I was able to
formally and informally observe teachers in the classroom setting to determine whether
or not they were implementing the material they had been taught. I was also able to
collect documents to determine if changes had occurred in student test scores and student
discipline as a result of the PLC training on the frameworks of poverty.
Lincoln and Guba (1986) described triangulation as the cross-checking of data by
using different sources, and methods. During the two-year study I was able to collect
data through interviews, observations, conversations, and document collection. At the
beginning of the research study I conducted interviews in a small focus group setting to
gather information on the initial perceptions and attitudes of poverty. As the research
study developed, I observed PLC team meetings focused on the frameworks of poverty
and observed teachers shared experiences, as well as their implementation in the
classroom setting. Through casual conversations I was able to collect data on perceptions
and attitudes of teachers. I was able to collect documents that provided data on test scores
and discipline. At the end of the research study, I conducted a second round of
interviews, which provided data on perceptions and attitudes of poverty.
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Lincoln and Guba (1986) described thick descriptive data as narrative data
developed about the context so that judgments about fit and similarity may be made by
others who wish to apply all or part of the study’s findings elsewhere. I presented the
material in narrative form as teachers participated over a two-year period. Individual
quotes, stories, and actions were included as the teachers progressed over a two-year
period learning about the frameworks of poverty and learning from the shared
experiences of each other. I provided detailed descriptions about the school, community,
as well as the problems facing the community. I provided in-depth analysis on PLC
meetings as well as issues I observed as teachers were introduced to familiar and
unfamiliar topics for discussion.
Lincoln and Guba (1986) endorsed the use of an audit trail as a technique to
promote dependability and confirmability. Merriam (2009) described an audit trail as a
detailed account of the methods, procedures, and decision points in carrying out a
research study. I maintained an audit trail of the major decisions in research design, data
collection, and data analysis of my research study. In addition, the audit trail documented
the stages of the research study as it progressed.
The type of analysis selected for this research study was thematic analysis.
Glesne (2011) described thematic analysis as the researcher focusing on analytical
techniques and searching through the data for themes and patterns. An important process
in thematic analysis is data coding. She described data coding as process that first looks
to determine similarities between data and what lies at the core of each code. Then the
researcher looks at all of the data coded the same way for one case and determines how it
changes or varies in relationship to other factors such as time. Glesne believed that in
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thematic analysis data analysis should be done simultaneously with data collection in
order to focus and shape the study as it proceeds. By consistently reflecting on your data,
it allows you to organize and try to discover what the data are representing.
Data were initially collected through group interviews. As the interviews were
conducted, three themes or categories developed among the groups of teachers: those
who had never experienced poverty, those who had experienced situational poverty or
poverty limited to one generation, and those who had experienced generational poverty or
poverty for more than one generation. As all the participants in the study were similar in
being middle class teachers, when initial data were collected, these three patterns and
categories developed allowing for comparisons made from with teacher’s answers coded
on the experiences they brought to the research study.
As data were collected through observations and conversations, these three
categories emerged in the PLC team meetings. Knowledge about poverty developed
from the experiences that teachers who had lived through poverty, formed the basis of
new knowledge built in teachers who had never experienced poverty. These shared
experiences initiated conversations within PLC team meetings, and gave teachers,
inexperienced with poverty, concrete examples they could draw from as they formed
their understanding about poverty. As time progressed and more data were collected, the
contribution from category of teachers who had never experienced poverty began to grow
and develop as they now understood poverty greater and shared experiences from their
classroom. In each PLC team meeting either a new category of poverty was discussed or
an introduced topic was discussed in greater depth. The data that were collected were
simultaneously analyzed driving the focus for existing and future PLC team meetings.
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As PLC team meetings progressed and teachers became more experienced with
the frameworks of poverty over time, data analysis looked at the perceptions and attitudes
of teachers and how they had changed over time. Observations and conversations took
place not only in the PLC team meetings but also in the classroom setting as well
produced data that were analyzed to discover if the aspects teachers had learned about
poverty were implemented in the classroom setting. This simultaneous data collection
and analysis occurred throughout both years of the research study.
Documents that were collected throughout the research study provided data for
analysis as well. Initial documents that described the school and community as well as
documents that depicted the change in free and reduced lunch percentages were collected
then analyzed to develop an understanding and pattern of the problem facing the school.
As the study developed, documents that were collected such as discipline referrals and
student test results provided data that upon analysis revealed what had occurred in the
school. At the end of the research study, summative documents on discipline referrals
and student test results provided data that was analyzed to show patterns and changes in
teacher performance after participation and training on poverty in the research study.
As the research study concluded, individual participant interviews provided data,
which was then simultaneously analyzed. Comparisons were made that showed changes
in perceptions and attitudes regarding poverty by the participants who had participated in
the research study and been trained on the frameworks of poverty.
The research study utilized a process of simultaneously collecting and analyzing
the data. I used thematic analysis as the primary form of analysis. As data were
collected, they were coded and categorized within three themes depending on the
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teacher’s experience with poverty. As time progressed through the research study,
comparisons were made concerning the teachers’ initial perceptions, attitudes and
performance with their perceptions, attitudes and performances after being trained on
poverty through the PLC process of professional development. These comparisons
extended to documents that were collected and analyzed as well as interviews conducted
at the conclusion of the research study.
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CHAPTER IV
RESULTS OF THE STUDY

Chapter IV details the results of the two-year research study to determine the
change in perceptions, attitudes, and actions for middle class teachers trained on the
frameworks of poverty through a PLC professional development process. The chapter
begins with the background of the case study and explains the problem a small
Mississippi elementary school faced with an ever-growing population of students who
qualified for free and reduced lunch, and without the skill set to handle the change. The
chapter then details how the professional development process of PLCs was used to train
teachers on the frameworks of poverty and how this process served as the basis for the
research study. The chapter describes initial interviews, and the first year PLC team
meetings. The chapter details the process in chronological order through the first year
PLC team meetings. The chapter progresses to the second year and the transition of
using the PLC process to improve instruction. The chapter describes the second year of
PLC team meetings in chronological order. The chapter details the individual follow-up
interviews with the participants and describes documents that were collected and the
chapter concludes with a summary of the research study
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Background
I became the principal of Boulder Elementary School in the summer of 2007.
Boulder Elementary School is a kindergarten through sixth grade elementary school that
serves the city of Boulder, a rural town on the edge of the Mississippi Delta with a
population just over 5000 (U.S. Census Bureau, 2010). The first year as principal, I made
relationships with the teachers, learned the community, and worked on transitioning the
curriculum and instruction of the school to the MCT2.
As I learned the history of the school system, I realized the strong support the
community had given the school system over the years, especially during the transitions
of integration. With this strong community support, the school had been able to maintain
a balance of working middle class families and even a few upper middle class children,
along with the children who would be considered living in poverty. The middle class
people who moved into town tended to purchase homes and there was relative stability in
the percentage of free and reduced lunch rates. In the 2005-2006 school year, two years
before I became principal, the percentage of free and reduced lunch at Boulder
Elementary School was 58.3% (MDE, 2006). In the 2006-2007 school year, the school
year preceding my hiring as principal, the free and reduced lunch rate rose only slightly
to 59.3% (MDE 2007b). These percentages of free and reduced lunch were indicative of
years before, and the school had experienced a degree of stability in this percentage rate
along with stability in the school population as well.
Despite having a high number of our students who would be considered middle
class, I learned that Boulder had very little industry at all to speak of. In Boulder, the
school itself turned out to be the largest employer in Morrison County. The majority of
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the working middle class parents worked in Brownville, and Yoakam both about 25 miles
away from Boulder. However, many of these working middle class families owned
homes in Boulder because of the strong support the community gave to the public school
system.
The impact of the recession of 2009 was felt in the area around Boulder.
According to reports from the BLS (2010), unemployment rates in Morrison County
skyrocketed from 9.1% to 15.4% in a one-year period. Industries around Boulder such
City-Wide and Angle Steel were experiencing layoffs and reduced hours. Even Boulder
Elementary School was forced to lay off 19 staff members at the end of the 2009-2010
school year. This directly impacted the working class population of our school and
resulted in parents moving to other sections of the state or out-of-state to find work.
The impact also was felt by the school in two areas: extreme fluctuations in
school enrollment and a sharp increase in the percentage of students qualifying for free
and reduced lunch. In the year prior to me being hired principal, the school population in
the 2006-2007 school year was about 725 (MDE, 2007b). The first year I became
principal, 2007-2008, the population fluctuated up and down but when statistics were
gathered from MDE (2008b) the student population had decreased to about 700. In my
second year as principal, 2008-2009, a small decrease occurred once again in student
population with MDE (2009b) recording the student population about 685. The largest
impact was felt in the 2009-2010 school year, when according to MDE (2010b) Boulder
Elementary School’s population fell to about 635, an almost 100 student drop in the
period of three years.
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During this three-year period, the school was also impacted by an increase in the
percentage of students receiving free and reduced lunch. The 59.3% the school had in the
2006-2007 school year increased slightly to 61.63% in the 2007-2008 school year (MDE,
2008b). The 2008-2009 school year saw a large increase in the percentage of free and
reduced lunch with 73.5% (MDE, 2009b). In addition, in 2009-2010, the school year
with the lowest enrollment the school saw another increase in the percentage of free and
reduced lunch at 77.5% (MDE, 2010b).
The decreases in student enrollment in the three previous years turned around in
the 2010-2011 school year; this year saw a reported student population by MDE (2011b)
at about 635. However, there was another increase in the percentage of students who
qualified for free and reduced lunch at 82.6% (MDE, 2011b). Student enrollment for the
2011-2012 school year increased again to 700, but also saw a high percentage of students
who qualified for free and reduced lunch at 79.9% (MDE, 2012)
I observed that the change in the student population was also bringing with it a
different student population. To a large degree the reduction in student enrollment was
from the working middle class. However, as the numbers in population increased it was
not working middle class students who were enrolling. Primarily two categories of
students were enrolling. The first category was students whose entire families were
moving in with relatives. This was reflected in the large number of affidavit of residency
documents the school was received as entire families moved in with relatives, mainly
grandparents, as one or more members of the family lost their job, their house, or both.
The second category was students moved in with a relative, primarily a
grandparent, and the parents of the student would leave to work in a larger city. This was
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reflected in an increase in the number of temporary custody or temporary guardianship
papers the school would receive when the student was enrolled. We had many students
whose parents would work in St. Louis, Chicago, or Memphis, but left the student behind
in Boulder with students’ grandparents or other relatives.
The teachers also noticed changes in the student population, but they could not
initially identify what was changing. The teachers blamed a lack of discipline and
blamed the kids and parents; the teachers were having a real struggle getting a handle on
what was happening to the town and to the school to which they had grown accustomed.
Teachers became frustrated and complained that students were no longer doing
homework nor were their students completing assigned projects that must be done at
home at the same frequency they had before. The teachers frequently mentioned that
student clothing, especially shoes, were getting in worse shape, and quite often I heard
them make comments like: “That parent ought to know better,” “What good is it to have
a uniform policy if they are going to come to school looking like this,” and “Bless their
heart” which would quite often refer to more than clothes and showed a belief that the
parent should do or know better than doing. Other observations that I made and
comments that I frequently heard expressed the thought that the teachers did not know
who these kids were, and they did not know who their parents were. Comments varied,
but teachers expressed notions that they didn’t see as many of their students or parents
down at the ballpark and that they didn’t see these kids or parents at church. They
expressed that they were used to seeing the parents of their kids at the ballpark or church
and used to ask parents questions about their kids in these more informal settings. There
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was a growing disconnect between the relationship strategies teachers used and the
relationships they developed with the parents.
From the principal’s standpoint, I had the access to data that teachers did not and I
could see the statistical changes occurring in the school. As I analyzed the data, the
changes in demographics became more evident. Boulder Elementary School had
experienced an increase in students from poverty, and a decrease in students from the
middle class. The school had felt the impact of the recession in the reduction of staff and
eventually, in the attitude of the teachers. At the time, Boulder Elementary School was
not prepared for all of the changes that were occurring from the outside or from within.
The change in student population created struggles that teachers had not experienced and
did not have the skill set to tackle.
I had experience dealing with students from poverty through my teaching career.
Before I went into administration I taught 2 years in Greenville and 7 years in Holmes
County. I made a lot of mistakes. I felt a disconnect in many situations because I did not
understand the issues with which I was dealing. When I became an assistant principal, I
had the opportunity to hear one of the speakers associated with Ruby Payne’s company at
a conference; the speaker spoke at length during that session about how poverty can play
a strong role in the way students approach school and the way teachers treat students who
live in poverty. I read on the topic of poverty and what role it plays in student success
and then found one of Ruby Payne’s 2 day workshops to attend. I learned a lot that
helped me as an assistant principal and I knew it would have helped me as a teacher if I
had known those things back then. When I was in my second year as principal in
Boulder, I had the opportunity to take my assistant principal to one of Ruby Payne’s
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workshop to introduce him to the concepts of how poverty plays an important role in
student success and the perception that teachers deal with students from poverty. After
the conference, we agreed that some of these aspects and ideas of the frameworks of
poverty were some of the same things we saw in our school and that were happening in
Boulder.
At the end of my third year as principal, I decided that this was the biggest
problem facing our school. We had teachers who had grown more and more frustrated
with students, who did not understanding what was happening, and whose behavior
indicated they were losing their school and could not figure out why. At the end of the
third year I decided that the focus of our professional development for the next school
year would be on teaching the teachers about the frameworks of poverty so they could
begin to get a better understanding of what was happening around them. I ordered 30
books that were distributed over the seven grades of teachers so that each teacher had
access to a copy.
Research Study as Professional Development
Instead of having a book study or sending teachers to one of Ruby Payne’s
conferences, I decided the best way to implement this professional development to the
staff was through the PLC process. I was introduced to the PLC process through my
doctoral coursework centered on professional development. The PLC process was
endorsed as an effective professional development tool for building the knowledge base
in a staff, especially the type of professional development that seeks to create long lasting
change in individuals (Dufour et al. 2010). I knew that the majority of my staff was
middle class, and although I had not confirmed it at the time, I believed most of them had
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never experienced poverty first hand. However, what I did think was that I would have
enough staff members who had grown up in poverty or experienced poverty that they
would initiate or facilitate discussion. This I hoped would hold true as the book provided
stories and scenarios of individuals living in poverty. As we read through the scenarios
and stories, avenues for teachers to recall their own experiences of poverty could be
created, thereby allowing the teachers who had never lived in poverty to gain a
knowledge through their colleagues and these experiences. According to Dufour et al.
(2010) the creation of knowledge lies at the heart of what PLC are about; you learn from
the experiences of your colleagues and move from being independent to interdependent.
Groundwork
When the school year convened in August 2010, I presented to the staff the
professional development plan for the year. I explained why the topic of poverty was
important to Boulder Elementary School, showed the staff the statistics of how the
percentages of free and reduced lunch had risen over the past few years. I explained that
the work we did in the PLC would be part of a research study, and how their participation
and comments were important in order for us to learn from each other and become a
better school. I explained how participation in the research study was voluntary. Through
participation in the PLC, we looked to grow as a staff and to improve our school.
The first professional development day I spent the majority of the time explaining
what a PLC was. This was the initial training and teachers had no idea or concept of
what a PLC was. In this initial training we covered what a PLC was, how it was not a
program but a way to work together for the betterment of the school and our children. I
discussed the structure of the PLC process, when a PLC would meet, and who would be
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the participants. In addition, I discussed how the goals of a PLC would be different than
a simple grade level meeting to discuss or plan lessons. While the PLC concept grew
over the years, in these first few months there was a lot of transition and growing of the
PLC process from a grade level meeting to the process of working interdependently on
topics and problems with the goal of improving instruction. I spent the majority of
August 2010, working with teachers on creating teams in a PLC, securing IRB approval
(see Appendix B), obtaining teacher consent, and getting school underway.
Initial Interviews
Before we had any formal PLC meetings on the frameworks of poverty, I met
with the PLC teams and gained through an interview process their concepts of poverty.
Each team meeting in all seven grades, kindergarten through sixth grade set the
foundation for what would become the PLC team for that grade. It allowed teachers to
become familiar with the concept of poverty, but also allowed them the opportunity of
becoming familiar with each other, discussing a topic and sharing experiences. This
initial interview and team PLC meeting helped lay the foundation of trust, and openness,
pivotal to the PLC process. These initial interviews within the PLC team gave me the
opportunity to better understand the perception that each teacher had with their
experiences with poverty. As I listened to the initial interviews, three categories began to
emerge with the teachers in regards to poverty: (a) 23 teachers with no real experience
with poverty growing up, (b) 4 who grew up in situational poverty, and (c) 6 who
experienced or had experiences with generational poverty. Through each interview in all
seven grades, kindergarten through sixth, all teachers without hesitation and with no other
aspect mentioned said poverty was a lack of money and everything stemmed from not
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having money. This theme came from every teacher and in every grade: poverty was
caused by a lack of money.
First Year PLC Team Meetings
The first PLC meetings to discuss Payne’s (2005) Understanding the Frameworks
of Poverty began the week of September 27, 2010. Meeting times were set up for every
grade: kindergarten met on Thursday, first grade met on Tuesday, second grade met on
Thursday, third grade met on Wednesday, fourth grade met on Wednesday, fifth grade
met on Monday, and sixth grade met on Tuesday. Meetings were set up to be during
common planning periods which consisted of a 40-minute block of time. Each PLC team
meeting was structured to follow the progression of Payne’s book. Discussions centered
on the book’s topics and shared experiences of the PLC team members.
Resources, September 2010
In the initial meetings, a group interview paved the way for the first PLC
discussions involving the concept and frameworks of poverty. The introduction of the
book (Payne, 2005) sets forth an outline of the book’s characteristics including points that
Payne wanted the reader to remember. The first chapter set forth the definition of
poverty as being a lack of resources as opposed to just a lack of money. In PLC meetings
this emerged as the initial discussion point. I observed that teachers who were unfamiliar
with poverty discussed how they had never contemplated or considered that being in
poverty had anything else to do than just not having money. In the book, Payne (2005)
explained that poverty is more than a lack of money, it’s a lack of resources and there are
more resources than money. The first resource that Payne listed was financial resources.
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Through the interviews and now through the initial PLC meetings all teachers had
mentioned this as the cause of poverty. However, I observed that as they began
discussing the different resources, the different levels of experience with poverty were
beginning to surface.
The second resource Payne (2005) mentioned was emotional. I observed the
teachers beginning to open up as the explanation to this resource was given. A fifth
grade teacher, Mrs. Decker, told the story of how her friend could not emotionally handle
going off to college after they had graduated high school. Mrs. Decker explained that
though the girl had potential, and what she would have considered the mental capacities
to succeed at college, she could not take the emotional strain of being away from home.
The teacher explained that even though her friend had a lot of potential, it was lost and
now lives a life in which she struggles to make it. The beginning of her discussion on
this story allowed others on the team to recall similar experiences they had in college
where friends did not make it because emotionally they could not cope with the new
situation they were facing.
Mrs. Ward, a second grade teacher, had a different view of how the lack of
emotional resources in a person’s life could result in poverty. She told the story of a
relative who was going through a divorce and how the lack of stamina and perseverance
were beginning to surface. She explained that she was seeing this relative go slowly
downward from what she would have considered a middle class into a life of despair and
poverty.
As the PLC teams discussed the next resource, mental resources, discussion
started on how it would be difficult for an individual who lacked higher mental capacities
93

to be successful. However, after looking further into Payne’s (2005) description of
mental resources, the aspect of having acquired skills such as reading, writing and
computing in order to be successful sparked and geared the discussion toward the
importance of education. In a kindergarten PLC team, Mrs. Elton mentioned the
importance not only of learning to read, but also the skill of typing, and how that helped
so much in the ability to succeed in college through writing papers assigned for class. In
sitting in these PLC meetings, I noticed that the resource so many teachers felt
responsible for was the resource that they took for granted.
With Payne’s (2005) next resource, spiritual resource, the teachers in the PLC
teams associated this with and described it as going to church. As we met through the
PLC meetings each team mentioned that they considered this to be a strong resource in
the community. Teachers commented that they saw students in church and while they
may not see all of the students all of the time, they still considered this to be one of the
stronger resources, or a resource that the students should not be lacking.
When the discussion turned to what Payne (2005) described as physical resources,
the teachers easily recalled and frequently discussed where the disability of a family
member caused a financial hardship on the family. In the second grade PLC team
meeting, Mrs. Pinhook discussed an accident that had recently occurred to the father of
one of the students, and though he was lucky to be alive, it must be extremely difficult
not to know whether he would be physically able to return to work anytime soon or if at
all. In the third grade PLC team meeting, Mrs. Godwin commented how a parent’s
illness had created such a burden upon the family that she had not seen the parent since
the beginning of the year. She informed the rest of the teachers on the team that the
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parent was not expected to live very much longer, and speculated what would happen to
the child when the parent died.
Payne’s (2005) description of how role models and relationships played a part in
overcoming poverty sparked numerous conversations and recollections of experiences.
In these discussions, it was teachers who had identified themselves as living through
poverty who really opened up on the impact that a role model had played in their life. In
the fifth grade, Mrs. Decker recounted how the impact of her dad with his constant
encouragement made it possible for her to go to college and graduate. In the sixth grade,
Mrs. Bay discussed how her grandmother not only encouraged her but also her siblings to
strive to not only finish high school but to go to college. Within the fourth grade PLC
team, Mrs. Wilton discussed how much influence both of her parents had as a collective
unit in encouraging her to finish high school and go to college. The impact of a having
both parents encourage their child to graduate from not only high school but also college
was repeated in other grades. As this was repeated through the discussions in other PLC
meetings two patterns were evident. First, when parents were encouraging their children
to succeed by graduating from high school and college they were told it was not a choice,
but that they would be attaining an education. The second pattern I noticed that
developed within the all female staff was the impression their parents gave them not to be
dependent upon a man or husband to make a living in life.
In addition to parents and other relatives creating relationships and serving as role
models to prevent students from falling into the realm of poverty, I observed through the
PLC meetings the strong influence that adults affiliated with the school system had. In
the third grade PLC team meeting, Mrs. Pitt told the story of how a basketball coach
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served as a role model. She told a story about him asking her to try out for the basketball
team. She said she told him she couldn’t because she was in the school band and her
mother had already purchased an instrument. She then went on to say that the coach
went to her mother and bought the instrument from the family in order for her to join the
team. She knew the coach knew what her family life was like and felt like if he had not
taken that extra step to create a relationship and served as a role model for her, that she
easily could have gone down the wrong path in life. Other PLC teams had members that
recalled how the impact of a teacher, coach or other school official had significant
influence as a role model during their childhood as well.
The teachers in the PLC team also discussed the differences between what Payne
(2005) described as generational poverty and situational poverty. As described by Payne,
generational poverty is being in poverty for two or generations longer, while situational
poverty is a shorter time and is caused by circumstances such as death, illness, or divorce.
The four teachers I had associated with situational poverty during initial interviews began
to see and discuss the similarities of their childhood to that of someone who grew up in
situational poverty. The aspect that I observed these teachers describe was while
financial resources in their home were lacking, the other resources that we were
discussing helped them overcome their particular situation. They described a strong
work ethic and a belief expressed by their parents that they would overcome the situation
they were in.
Chapter one in Payne (2005) detailed seven scenarios of generational and
situational poverty. Though the teachers could not relate to every scenario, the ones that
teachers from situational and generational poverty had experienced became the
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foundations of our discussion. While none of the teachers could relate to scenario six,
which portrayed a gang and drug culture, those teachers who had never experienced
poverty would continuously say, “I do not see how that happens” or “I’ve never lived like
this.” This is when I observed those who had experienced situational or generational
poverty speak up and lead discussions on their experiences. All of them were very open,
and though many had not fully unraveled all of the issues they had gone though, it was
obvious that they were learning about poverty as they were talking about their
experiences with poverty. The experiences that the individuals spoke of would begin to
open eyes or plant a seed in those who had never experienced poverty. Some of the
teachers seemed to understand faster than others, but teachers were open and willing to
learn from the experiences of others. As we progressed after the initial discussions,
however, sixth grade teacher Mrs. Landry seemed skeptical. A lack of sympathy
emerged in her discussion, as though poverty was something that could be avoided if an
individual tried harder, but she did show a willingness to try and understand.
After the PLC teams discussed the scenarios, the teachers who identified
themselves as having experienced poverty served as a primary example to their
colleagues of how the culture of poverty works. One of the aspects of the culture of
poverty that surfaced was how food was equated with love. I observed teachers
discussing and teaching each other on how this scenario plays out in their own classroom.
A first grade teacher, Mrs. Connick explained the experience to her colleagues with this
example. She told them, you know there are parents we have will not have seen all year
long, we will call them out for conferences, and they will not come, we will ask for
supplies, they will not come, but when it is Halloween or Valentine’s Day and we ask for
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food, these same parents who have never shown up to school for any other reason will
bring cupcakes, chips, and more food than we need, to show their child that they love
them. This same type of story was shared as other PLC teams met also. In addition, a
sixth grade teacher, Mrs. Bay explained the concept of food being equated with love also
surfaces at holidays where families gather. She explained there is an abundance of food,
in fact too much too eat, in an effort to show love to the people who came to the
gathering.
Another aspect of the culture of poverty that surfaced from the scenarios
explained how the female figure plays such a dominant and powerful role in generational
poverty. Teachers who had experienced teaching in other schools that had extreme
generational poverty were quick to provide examples of how this aspect surfaces at
school. Another first grade teacher, Mrs. White explained by asking the question “Have
you ever called or been in a conference where you went in with the thought you were
meeting with the mother, but in fact you were not only meeting with the child’s mother
but her grandmother as well?” She went on to add, “Have you ever noticed when it is a
meeting of that kind, the mother rarely speaks and the grandmother does most of the
talking?” She said, “That’s exactly what they are talking about in that book, and that is
what that book is explaining.” As she explained this, I could see the other teachers
nodding their heads in agreement, and realizing they had had the same experiences.
Other teachers on different PLC teams mentioned something similar to what Mrs. White
had said and it facilitated the same response. This was a scenario that most of the
teachers had experienced; now they were building knowledge based on the experiences
they had.
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Language and Story, October 2010
In mid October 2010, when the PLC teams began to discuss the second chapter of
Payne’s (2005) Understanding the Frameworks of Poverty, which focused on the role of
language and story, the teachers had already shared good experiences and stories to build
on from chapter one. I was seeing that four of these teachers began to reflect back on
their teaching career and tell of experiences they had teaching in other districts. These
teachers became more vocal in the discussions, and though they had not experienced
poverty by living in it, they had taught children who were experiencing poverty. These
teachers had experiences teaching in districts such as Greenwood and Durant, and their
experiences with teaching children from poverty were helping other teachers grow from
their shared experiences. This became evident in chapter two, which dealt with the role
of language in story and talk.
The teachers on the PLC teams did not express a large degree of experience in the
different types of language that Payne (2005) described. Payne claimed that to
understand poverty someone must understand the three aspects of language: registers of
language, discourse patterns, and story structure. When presented with the different
registers of language the teachers all seemed to understand the different types. However,
as far as analyzing and thinking about how the different types of language affect student
behavior and achievement, no one appeared to have much experience, I observed the
conversations on this topic struggled throughout the different PLC team meetings.
Sensing the difficulty in the discussions, I explained what I learned in the workshop on
this subject and gave an example of my own. I asked them to think about when they had
to investigate a disturbance between two students in their classroom. In an effort to get
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back to teaching, the teacher wants to get to the point, and settle the matter quickly which
is described by Payne as a middle class tendency. However, when the students are asked,
their tendency is to tell a story, including adding features and information that has
nothing to do with the topic at hand and take a long time before ever getting to the point.
This is where those who had taught in other schools before Boulder Elementary School
became a true asset on their PLC team. I observed that in the different PLC teams of
which these four teachers were members, they led discussions explaining how the
example I gave had happened to them. Mrs. Russell, a fourth grade teacher, commented
that it didn’t even have to be when you were breaking up a fight. She recalled that it
happens all the time when you are listening to a student’s story. She described, “You
know how a kid would be going on and on and you are thinking in your mind, Lord just
please get to the point, but you stand there and listen patiently.” The response garnered a
laugh from the group, but it was also evident that they were now beginning to understand
the material. As this example was repeated in other PLC teams, it led to discussions of
how many students tell an entire story in and around the point before ever getting to the
point of what they are trying to say.
In addition, these teachers discussed their experiences of what Payne (2005)
described as the difference between formal and casual register. Formal register is
described as the syntax and word choice utilized in work and school, the emphasis is
made on complete sentences and specific word choice. However, casual register is
described as the language between friends, it usually uses a smaller vocabulary range,
with emphasis placed less on complete sentences and often includes non-verbal assists
such as hand gestures. This led to discussions of how the differences between casual and
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formal register is one of the primary reasons that students are seen as disrespectful, as
they talk to teachers in casual register, and the teacher would like for the discussion to be
in formal register; teachers interpret the conversation as disrespect when it is not intended
that way by the student. While in the different PLC teams this difference in language
was taken as food for thought, in the sixth grade PLC, one teacher Mrs. Payton appeared
to be disturbed by the idea this type of talk should be viewed as anything but
disrespectful. She said, “I think it undermines our value as a teacher for students to talk
to us as they do their friends.” She expressed that she tried to correct it anytime she
heard or felt it was happening. As I heard the remark I thought that much of the way she
felt could be due to the fact that she was a younger teacher who worked with middle
school students.
It was now the end of October 2010 as the different PLC teams concluded with
chapter two. I now had two aspects, the definitions and resources of poverty, along with
the role of language and story upon which I knew the teachers had been trained. In
addition to the PLC team meetings, I now had aspects upon which to observe teachers
that I knew they had discussed.
As I initiated the observation portion of the research study I took notes during
formal and informal observations. I looked at teacher behavior and action along noting
any significant changes related to the study of poverty. In the initial stages I did not see
any changes in teacher behavior and had not seen any of the topics that we discussed in
the PLC meeting placed into action in the classroom.
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Hidden Rules Among Class, November 2010
As November 2010 began the PLC teams started discussions on chapter three
which Payne (2005) described as the hidden rules among class. The chapter began with a
quiz that was designed to help an individual identify which class of people-poverty,
middle, or wealthy-they felt most comfortable in. During the different PLC team
meetings, what I observed with the quiz substantiated my observations from the initial
group interviews. Most of the teachers identified with middle class, and those who grew
up in poverty could identify and understand the hidden rules of poverty and the hidden
rules of the middle class. An aspect of the quiz that I also observed in each of the PLC
team meetings was the realization on part of the teachers that there was an entire class of
people, wealthy, that they did not feel comfortable with or relate to. They did not
understand this segment of society and did not relate to the culture of wealth. However, I
did discover in the kindergarten PLC team meetings that one teacher, Mrs. Hofstra, had
grown up wealthy and also married into a wealthy Delta home. As she recounted her
stories and experiences of growing up wealthy and the marriage to her first husband who
was wealthy, there became a new aspect in this one PLC team that the other PLC teams
did not have. I observed this one PLC team had a member who had experienced wealth
and middle class, and two members who had experienced poverty and middle class.
I observed in the different PLC team meetings that the experiences Payne (2005)
commonly associated with the middle class were taken for granted by teachers as part of
their everyday life. I found this to be especially true in teacher who had never
experienced poverty. Though there was an acceptance among the teachers that they did
not know the hidden rules of the wealthy, until they took the quiz, many teachers
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throughout each PLC team expressed that they had not thought about the differences
between middle class and poverty as hidden rules or obstacles between the classes. In the
aspect of hidden rules, two areas began to develop: the disbelief that those in middle class
did not understand the hidden rules of poverty and the disbelief that those in of poverty
did not understand the hidden rules of the middle class. I observed in each PLC team the
semblance of shock or disbelief that they would not know how to survive in poverty. In
the third grade PLC team meeting Mrs. Steel replied, “I don’t know if I would know how
to get by without my car, do people do that?” This was a direct reference to one of the
hidden rules of poverty, to which another Mrs. McCann responded, “You could if you
didn’t have any choice. Don’t you see how many people are walking to and from the
school?” to which the rest of the group nodded and shook their head. In the second grade
PLC team meeting, Mrs. Tollson remarked, “As far as food stamps or free medical care, I
wouldn’t even know where to go in town to get those things, and this is a small town!”
A few of the other team members also expressed that they would not know where to go
either. On this particular PLC team, no one had grown up in generational poverty, and no
one knew the answer, so the question remained unanswered among members of the team.
In the second area, the disbelief that those in poverty did not understand the rules
of the middle class, I found the sentiment that these hidden rules were taken for granted.
In the fifth grade PLC team meeting, Mrs. Moore remarked, “I never thought anyone
wouldn’t know how to join a ball team or get a library card,” a reference to two of the
hidden rules of the middle class. The others in the PLC team reiterated this and
commented this must be the reason why the school provided information to the
community on ballpark services. In the first grade PLC team meeting, Mrs. Sanders
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commented how she had never thought about how things like insurance and retirement
would be considered middle class hidden rules. I remembered a story from one of the
workshops I had attended, which brought this point to life in the discussion of the group.
I explained how things such as insurance, retirement, and other things such as checks,
and direct deposit are abstract concepts. I explained how I learned that abstract concepts
such as these are harder to understand for individuals from poverty, who rely on the
concrete in many situations. As I relayed the story through the different PLC teams,
teachers would frequently make the connection between the difficulties to grasp abstract
concepts of the middle class to the difficulty to learn abstract concepts in the classroom.
I observed the building of knowledge within these PLC teams, but what I had not
observed was evidence that this knowledge was being implemented in the classroom. I
had sat through numerous classes throughout all seven grades but I had not seen any
change in behavior or actions on behalf of the teachers. When discussions would start in
PLC team meetings, teachers participated and understood the concept, but I had not
observed any significant change in the teachers’ behaviors or actions.
Characteristics of Generational Poverty, November-December 2010
As November 2010 ended and December 2010 began the various PLC teams
started with chapter four, the characteristics of generational poverty. Initial discussions
in the PLC teams focused on the difference in what Payne (2005) described as
generational and situational poverty. Generational poverty is poverty that has remained
in a family for more than two generations, and situational poverty is poverty that results
from a lack of resources due to a certain event such as divorce, death or illness. In a
Kindergarten PLC team meeting, Mrs. Thomas told of how she had to move to another
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town and live and take care of an ill grandmother changing the entire middle class way of
life to which she was accustomed. She discussed how she didn’t realize until reading and
discussing the material that she had grown up in situational poverty. In the third grade
PLC team meeting, Mrs. Pitt, who had previously discussed the importance that a role
model had played in helping her through school, commented that the death of her father
in an automobile accident when she was only three years old had forced her mother to
sell their home, and move into a different one within walking distance to the school
because she knew they would have no other way to get to and from school. These
examples of situational poverty facilitated discussion among their PLC team members on
how they themselves had been lucky not to experience such hardships growing up, but
also started their discussion of particular student situations, where they knew that events
such as death and divorce had happened within their family, and how the kids must be
feeling and reacting to it. I observed a shift to transferring the discussions of poverty
from their own perception, to the perception of what the child must be going through.
This shift in thinking from personal experiences to what the child may be
experiencing had developed over a semester. As the discussions progressed to the topic
of generational poverty in the PLC team meetings, those who had not experienced
poverty frequently asked for examples and started to question their approaches with kids
from poverty. In a first grade PLC team meeting Mrs. Daney, a teacher who had not
experienced poverty, discussed what Payne (2005) described as the importance of
relationships when dealing with students from poverty. She expressed how this statement
was so true and how if you can build that relationship of trust and caring with the student
they will do more than you or they could have ever expected them to do. Mrs. Payton, a
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fellow first grade teacher who had experienced poverty growing up, confirmed what Mrs.
Daney had said about the importance of building a relationship with students from
poverty.
In the fifth grade PLC team meeting, Mrs. Terrier discussed two features that
Payne described as characteristics of generational poverty, polarized thinking, and the
perception there is no choice available. She claimed that from what she saw in the
classroom, these often play hand-in-hand, not only in instruction but also in discipline as
well. As a math teacher, she said, “Often times if the problem is too difficult or has too
many steps they give up and won’t try. In discipline, the obvious choice will be right
there in front of them and they will not see it.” As the topics were discussed in the fourth
grade PLC the teachers acknowledged that these were traits that they saw as well. This
was repeated throughout the different PLC team meetings as each PLC team took an
aspect of the chapter and discussed how they saw these same characteristics of poverty in
their classroom.
What I observed in the series of PLC team meetings on this chapter were the
teachers began to question, “What do we do to fix this?” As I was asked this question
during the different PLC team meetings I responded with, “I don’t know that we are
going to be able to fix the poverty, but we are working on recognizing and reacting to it.”
This response didn’t give them the answer they were looking for, and I observed that they
were looking for what I would describe as a “quick fix” to the problem at hand, where
there was not going to be one. I asked them to look at the description of the interaction
between generational poverty and the school setting. Payne (2005) wrote:
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One of the reasons it is getting more and more difficult to conduct school as we
have in the past is that the students who bring the middle-class culture with them are
decreasing in numbers, and the students who bring the poverty culture with them are
increasing in numbers. As in any demographic switch, the prevailing rules and policies
eventually give way to the group with the largest numbers. (p. 61)
I also asked them to look at what Payne (2005) described as some of the potential
ways a person in poverty can make it to the next level. These included: (a) an education,
(b) the understanding that being in poverty is rarely about a lack of intelligence or ability,
(c) the fact that many in poverty do not realize there is a choice, and (d) that schools are
virtually the only places where students can learn the choices and rules of the middle
class.
I observed a shift in discussions that occurred in the PLC team meetings. The
teachers on the different PLC teams were bringing to the discussions their experiences as
teachers, whether or not they had personally experienced poverty. With this chapter,
teachers started to understand that the culture of school and the culture of poverty are
different. Within a few PLC teams, primarily kindergarten, first and fourth, I saw the
realization that in order for students from poverty to learn and understand the middle
class rules of school, the teachers were going to have to teach these rules to the students.
As the PLC teams ended their first semester, we had met and discussed half of the
book. We have discussed resources, language and story, hidden rules, and now have
studied deeper into generational poverty. I can tell by the observations in the PLC team
meetings that the knowledge base has grown from the shared experiences. Though I
looked for this to be applied in the classroom setting, my formal and informal classroom
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observations, as well as casual conversations did not produce evidence that teachers had
implemented what they have learned.
Role Models and Emotional Resources, January 2011
We started with chapter five on role models and emotional resources the week of
January 10, 2011. Though a short chapter, it was a good chapter to get started back on the
PLC process after Christmas break. When we initially started the PLC process, one of
the original aspects that initiated conversation was the impact that role models played in
pushing some of the teachers out of the hold of generational poverty to obtaining a
college degree and becoming teachers. These conversations developed further as those
teachers who grew up in situational poverty, and those who had not experienced poverty
discussed how important the impact of a role model and an encourager were to ensure
they managed to go to college and to graduate.
Covey’s (as cited in Payne, 2005) maturity continuum where an individual moved
from being dependent on others, to a level of independence and reaches the highest level
of maturity when they reach the level of interdependence. As she described the maturity
continuum, and how it relates to poverty, Payne detailed how many individuals in
poverty are forced into dysfunctional settings where they must take on an adult role too
early; then, as an adult, they are trapped between being dependent and independent. This
feature initiated discussion on the part of Mrs. Wilton, a fourth grade teacher, who said
she was seeing this first hand with one of her students. She detailed how she knew the
mother worked a second shift and was not there in the evening time, forcing this student
to care for two younger siblings. She worried about how this was affecting the student
because she saw how the student was not able to be a kid. The student worried too much
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about things that she should not have to worry about, primarily her siblings. While other
teachers in the PLC team meeting remarked that they were unaware this was happening,
Mrs. Avery commented that now that she knew this, a lot of the attitudes and behaviors
that the student exhibited made sense. An example Mrs. Avery gave was when she
discussed homework, the student would rarely have all of it completed, and would be
quite defensive about why she could not get it done. She wondered out loud to the group
if this could explain some of the defensiveness she was seeing protecting her mother.
Another aspect Payne (2005) described concerning emotional resources
concerned the role stamina plays in helping to move out of poverty. She said:
Furthermore, in order to move from poverty to middle class or from middle class
to wealth, one must trade off some relationships for achievement at least for a period of
time. To do this one needs emotional resources and stamina. (p. 65)
Mrs. Decker, a fifth grade teacher who earlier in the year had used a story of one
of her friends, who despite plenty of potential, was not able to overcome the emotional
strain of going to college, commented how she had never really thought about this but she
felt it was so true. She went on to say that if she would have stayed with some of the
same friends that she had in high school, she didn’t believe that she would have ever
made it, but that leaving them behind and going to college, associating and making
friends with new people, she was able to form relationships and emotional bonds to make
it though the difficult times.
Support Systems, February 2011
As January 2011 ended and February began, the PLC teams began to move into
chapter six, which focused on support systems. Payne (2005) detailed seven general
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categories of support systems that an individual should be able to access during times of
need. The categories centered on coping, options, information, relief, connections and
the ability to be able to self-talk through procedures and remain positive doing so.
In the fifth grade PLC team meeting Mrs. Terrier initiated a discussion on coping
and options. The point she made, which resembled comments she made in discussions on
generational poverty, was that she found it extremely difficult to get students to see that
there are different options available to them when it comes to a problem. She explained
how she saw this as not only an instructional problem but a social problem as well. She
went on to describe how when she has to break up a disturbance, not even to the level of
a fight, it is very difficult to have the child see that there is any other option besides
arguing and fighting. The essence of this comment, how it is so difficult to get some
students to realize there is more than one option, was repeated in other PLC team
meetings throughout this topic. Even though I mostly listened and did not comment on
what they were saying on this topic, I decided to use this concern by re-visiting it when
we covered the next chapter on discipline.
In the second grade PLC team meeting, Mrs. Ward and Mrs. Pinhook asked a
question on what support systems the school had in place to address students in poverty.
I was impressed with this question. Up to this point PLC team members had not looked
at how the entire school was looking to address poverty, they had primarily reflected on
and considered their individual improvement as well as the improvement of their team.
No one had transferred it to improvement on a school-wide level. I explained to them
what structures the school had in place. By utilizing a grant of federal money we had
been able to provide after-school tutoring to those who needed remediation. However, I
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explained that the 21st Century grant we used had expired during the summer of 2010
and the new 21st Century grant was just now being implemented in January 2011. We
discussed that because of budget cuts on the state level, the school had lost a total of 19
teacher assistants from the previous school year. In addition, budget cuts on the federal
level resulted in the school also losing two in-school tutoring positions the school had
used to prepare students for end-of-school year testing. We discussed that the school did
have some support systems still in place. I pointed out the in-school remediation services
the school provided as part of the response to intervention (RTI) measures. I also
mentioned the supplemental reading and math programs the school had invested in to
provide remediation on a personalized level. However, after we finished discussing the
support systems the school provided, it left us with the understanding that we should do
more and become more creative with our remediation.
Mrs. Tallson, a second grade teacher, mentioned a process they used in a school
district in which she had spent six years before joining our staff. She mentioned the
process of looping, where a student would stay with the same teacher for at least two
years, to allow a teacher and a student the opportunity to form a stronger relationship
based on the needs of the student. Others on the team, Mrs. Ward and Mrs. Pinhook,
immediately expressed the concern that they didn’t want to change grades if it ever came
to the point that we implemented looping on a school wide basis.
As the discussions of support systems began in other PLC team meetings, the
kindergarten PLC team became interested in Payne’s (2005) suggestion of initiating
parent training and contact through video. Mrs. Quick, a kindergarten teacher, discussed
how this could possibly be an avenue to communicate expectations of what school would
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be like as well as simple things such as procedures and routines. The other members of
the PLC team saw this as a wonderful idea and a strong possibility, and quickly agreed
upon this idea. However, as time progressed, I observed that none of the ideas Mrs.
Quick gave came to fruition and were left as unfinished ideas.
In the third grade PLC team meeting, the concept of requiring daily goal setting
became the emphasis of discussion. Mrs. Pitt suggested the weight of discussion should
shift from the long-term goal setting to that of short-term goal setting. She explained,
“We spend so much time working for the end of the year test, but to them that is too far
away, we need to focus on improvements in the here and now.” I noted that the concept
of long-term and short-term goals was only being thought of in the parameters of
instruction. When I suggested that this idea of short-term goals could also be, and already
had been used in discipline, the discussions began to evolve on the experiences teachers
had in having students obtain short-term goals. In the third grade PLC team meeting
Mrs. McCann mentioned how she would softly discuss short-term goals with a student
before and after class and give non-verbal cues as she walked around the room to let the
student know they were close to obtaining or missing their goal for the day. In a second
grade PLC team meeting, Mrs. Ward discussed how a behavioral specialist had stressed
the importance of making goals small and attainable, and in a kindergarten PLC team
meeting Mrs. Hofstra mentioned the procedure of having a small number of popsicle
sticks on the edge of a child’s table and periodically adding or taking away a stick as the
child was meeting or missing their daily goal.
The discussions on support systems began to develop ideas to improve the school.
While the initial discussions had been on individual learning, then team learning,
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discussions around this chapter turned to improvements of the entire school. I observed
that the scope and parameter of which improvements could be made was widening. I also
saw how the discussion of this chapter in the PLC team meetings provided transitions
into the topic of the next chapter, discipline, through discussions on the coping, options,
and setting short-term goals aspects of support systems.
Discipline, February 25-April 22, 2011
Chapter seven, discipline, took longer by far than any other subject the PLC teams
addressed. While on average, PLC team meetings lasted two to three weeks per topic,
when the PLC teams began to discuss discipline, it took us over a month and a half to
complete this chapter. Numerous teachers shared experiences from their teaching career.
Scenarios ranged from when a teacher would share an incident with the PLC that
occurred last week to scenarios or experiences that had occurred years ago; the teachers
felt they never had a true understanding of why it occurred and they used this forum to
discuss the issue. During these discussions on discipline, a strong sense of
interdependence developed among the members of the PLC teams. Teachers on the PLC
teams were more open, shared their problems, and treated problems as our problems as
opposed to treating the problems as my or problem or your problem. Experienced
teachers would open up on problems they were having in the classroom they had never
experienced before. The input of teachers who might not have had as much teaching
experience were being valued for the strategies they implemented in the classroom
setting. I observed teachers working together to become a stronger PLC team as
discussions and experiences were shared.
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The initial discussions on discipline began with Payne’s (2005) statement “In
poverty, discipline is about penance and forgiveness, not necessarily about change” (p.
77). This statement alone created lengthy discussions. In most PLC team meetings the
discussions revolved around how this concept contradicted not only everything they had
been taught about discipline, but also everything they had personally experienced with
discipline. In the third grade PLC team meeting Mrs. Godwin commented, “This is not
what I have been taught all these years, I’ve learned it from principals and other teachers.
You do something, you get a paddling and you learn not to do it again.” Mrs. Steel, also a
third grade teacher expressed that this was what she had learned about discipline as well.
Throughout the different PLC team meetings this view was expressed, that
punishment was given to change behavior. In the first grade PLC team meeting, Mrs.
White brought up the point that as teachers we have been taught over the years that if one
form of punishment is not working to try another form, in giving an example she said,
“We have always been told give them in school suspension if a paddling doesn’t work, or
the other way around.” This comment reiterated the point that punishment ended
disruptive behavior.
As each PLC team discussed this point I asked the same question of each team,
“Well is it working? Is the punishment changing the behavior?” In most cases the
answer was either no, or sometimes but not always. In the sixth grade PLC team meeting
Mrs. Landry commented, “Well isn’t that where y’all as administrators should come in,
shouldn’t they be afraid to come to the office and that correct their behavior.” The notion
that the office was a place that all behavior would be corrected by just sending the student
to the office had been a reoccurring theme not only in the PLC teams but also in the
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school. This sentiment had become especially significant since the percentages of
students that qualified for free and reduced lunch had risen. In a third grade PLC team
meeting Mrs. Daney said, “When I send them to the office, I expect it to be handled, and
I expect when they come back they should be acting better.”
What I observed was that when teachers disgruntled about discipline complained
about discipline, it fell into one of two categories: blame the student or blame the office.
In a fourth grade PLC meeting Mrs. Russell commented, “Nothing makes me madder
than when I punish a student for something and they go right back to doing it later on in
class or the next day.” As she said this the other fourth grade teachers agreed. In a third
grade PLC team meeting, Mrs. Steel commented how she sometimes didn’t feel like the
punishments from the office were strict enough, she felt if they went to the office the
punishment should be bad enough that they never wanted to go back to the office again.
Instead, she claimed that within a week or less the kid was right back to doing the same
thing that initially got him or her in trouble.
Discipline was a very emotional topic. None of the teachers within the PLC teams
drew on the successes they had in effective discipline, but fed off of emotion and gave
credence to blame. I decided to become more proactive within the PLC team meetings on
the subject of discipline. I decided to share my experiences as a teacher for nine years, an
assistant principal for five years, and a principal for four years in handling discipline
situations; I also decided to use that experience as a basis to construct the knowledge of
how to handle discipline situations.
With this approach in mind, I emphasized what Payne (2005) described as
penance and forgiveness, and the necessity to teach a separate set of behaviors. I asked
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the PLC teams to think about their students and when they did something wrong. I also
asked them to think about their working relationships and how often they never make a
mistake that wouldn’t require being forgiven. Then I asked, “If you would want that
forgiveness, don’t you think your students would also?” I then asked, “Are we taking
what our students are doing wrong too personally when it might not be a personal attack
on us at all?” These questions resulted in many teachers pausing and thinking for a
moment before responding. In the fourth grade PLC team meeting Mrs. Avery said,
“You’re probably right; I have taken things personally that weren’t meant that way.” As
she said this, Mrs. Brown, one of her fellow fourth grade PLC team members agreed:
“But sometimes it’s so hard not to, especially when you have put so much into a lesson
and feel so much pressure to perform well.”
The pressure teachers felt to have high test scores was mentioned in several other
PLC team meetings as why they took discipline so personally. In the sixth grade PLC
team meeting, Mrs. Payton commented how she felt it was harder and harder to get what
she needed to accomplish if she was wasting so much time on discipline. Her comments
were reiterated by one of her fellow sixth grade teachers Mrs. Matthews. She said, “You
know how much more you could get accomplished if you weren’t having to take the time
correcting something you know you have already corrected.”
After discussing the concepts of penance and forgiveness we transitioned to the
subject of teaching a separate set of behaviors to students. I gave the example of how we
as adults understood that there are places such as school and church that we must be more
formal in our speech and actions, and that there are places such as football games and
spending time with friends that we can exhibit more casual behavior. I asked the PLC
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team members, “Do we teach what behavior we want to happen or do we tell the student
what we want them to do? There is a difference.” The example I gave was how so often
we tell a student or the entire class to be quiet when they are taking a test as opposed to
explaining why or how you should act when taking a test. I said, “If you have taught
them what to do in a situation, you can hold your expectation higher when they are in the
situation.”
The comments from the PLC team members emphasized that most of the teachers
believed that to tell students what behavior we wanted them to do was the same as
teaching them what behavior they should exhibit. In the kindergarten PLC team meeting,
Mrs. Farmer discussed that she never considered there was a difference between telling
them how to act and teaching them how to act. In the sixth grade PLC team meeting Mrs.
Bay remarked that by this age they know the behavior, they just need to be told what to
do.
I addressed the concept of equivalency between telling and teaching behavior by
asking the question “Is the only approach you use to teach a lesson by telling it? I doubt
it. Then why would you think teaching behavior and discipline are any different.” The
responses to the question had a sense in understanding the concept but an uncertainty in
how to implement it. In the fifth grade PLC team meeting Mrs. Moore wondered how
there would be time to teach discipline and behavior when it was hard enough to fit in all
the subject matter that needed to be taught. This concern was voiced in other PLC team
meetings as well. In addition to time, in the first grade PLC team meeting, Mrs. Pointer
doubted that even if we taught the correct behavior that our efforts would be supported or
taught within the home environment. The lack of having parents support behavior that
117

was correct for school was also a concern brought up in the kindergarten and second
grade PLC team meetings.
The uncertainty on how to implement an effective discipline program continued
to be a difficult concept for the teachers to comprehend. As the PLC teams moved
further into the text, discussions centered on what Payne (2005) described as structure
and choice. Payne said, “The two anchors of any effective discipline program that moves
students to self-governance are structure and choice“ (p. 78). In the sixth grade PLC
team meeting Mrs. Matthews commented how she thought the school discipline program,
which teachers called the demerit system, was a good school discipline program.
However, she added that as teachers they didn’t take the time to explain why a student
got a demerit or to teach them how they could keep from getting a demerit in the future.
In the first grade PLC team meeting, Mrs. Roos made comments very similar to Mrs.
Matthews. Mrs. Roos expressed the belief that it was not the school’s discipline program
that was the problem, it was teachers not taking the time to fully explain to a student why
the student was in trouble and how the student could have avoided being in trouble, and
to teach the students what they could do the next time they are put in the same situation.
The school used two very similar discipline programs with small variations
depending on age. In kindergarten through second grade the school discipline program
was called the stick program. In this program a teacher gives a student a stick, usually a
Popsicle stick for a negative behavior. The student then places that stick in his or her
pouch. The more sticks a student gets within a day the more negative the consequence.
In third through sixth grade the school discipline program is called the demerit system. It
uses demerits instead of sticks as a measure of unwanted behavior. Increases in the
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number of demerits moves a student higher on an honor level system which provides
negative and positive rewards for those on a particular level. Students who have received
demerits but refrain from receiving demerits within a week’s time are allowed to have the
demerits removed from their file and thereby move to a higher honor level.
In the sixth grade PLC team meeting, initiated by the comments of Mrs.
Matthews, and in the first grade PLC team meeting, initiated by the comments of Mrs.
Roos, discussions developed that the structure could be there, but no choices are ever
taught to the students. This lack of teaching students about options and choices was not
allowing students to make better choices. As I shared with the other PLC teams the
discussions that originated in the sixth and first grade PLC team meetings, discussions
also developed on the lack of options and choices that teachers were teaching. I observed
that these discussions led teachers to openly question their practices and talk about ways
to improve. In the fourth grade PLC team meeting, Mrs. Brown discussed how she made
herself more aware of discussing options and choices with students after they got in
trouble. Mrs. Terrier shared the same sentiment in the fifth grade PLC meeting.
Teachers were becoming aware of the notion of developing structure and choice when it
came to discipline and behavior. Though I had not noticed it implemented in the
classroom during formal and informal observations, I made note to continue to look for
whether or not implementing options and choices into discipline developed.
Discussions in the PLC team meetings progressed to Payne’s (2005) descriptions
of behaviors related to poverty and possible teacher interventions for these behaviors. I
told the PLC teams the behavior it took the longest for me to understand as a teacher and
administrator was the tendency for those in poverty to laugh when disciplined. I
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explained that no matter how many times it happened, this behavior always caused me to
pause before I lost my temper. Teachers in the PLC teams would agree and recall similar
incidences where this particular behavior caused frustration. I explained that it wasn’t
until I understood that the laughing was a way for the student to limit the embarrassment
of being corrected, that I allowed myself to not be bothered by the laughing, and allowed
me to keep control of my emotions.
The list of behaviors related to poverty drew examples and shared experiences in
each of the PLC team meetings. However, I observed a difference in the way teachers
explored and discussed these behaviors than when the PLC teams started the discussions
of discipline. The high degree of emotion was not displayed as it had before, a calmer
recollection and shared experiences by some teachers allowed the other teachers to learn
and grow from the discussed material. In a fourth grade PLC meeting Mrs. Wilton
shared her experiences with teaching young girls the way to show interest in boys. She
discussed how she would hear girls say, “I want to have his baby,” as an example of an
inappropriately or vulgarly saying that she liked the boy. Mrs. Pitt gave an example very
similar to this one in the third grade PLC team meeting. In the first grade PLC team
meeting, Mrs. White explained that she had a problem with the behavior Payne (2005)
described as students from poverty always placing their hands on someone else. She
explained that this happened everyday in line where she would see students placing their
hands on, or touching each other for no particular reason, in addition she thought it
occurred quite frequently where students would have to come up to the teacher and touch
them. In a disgusted tone, Mrs. Connick quickly agreed to this notion, saying it happened
every day to her and she was tired of it, eliciting a laugh from the rest of the PLC team.
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In the fifth grade PLC team meeting, Mrs. Moore discussed a behavior she
explained really bothered her when she read it. She said, “When I read the part that said
students are disrespectful because they distrust authority that deeply saddened me.” She
explained that she had spent the majority of her teaching career trying to build trust and
have a good relationship with students and had never really thought of herself as a figure
of authority that couldn’t be trusted.
In the second grade PLC team meeting, Mrs. Pinhook discussed the idea that she
now realized that experiences she had had over the years were poverty related, though
she had never thought of them that way. She said, “I read the section on these behaviors,
and I always thought, this is a sign of the way these kids were raised. I never thought it
might be related to poverty.”
Discussions on behaviors exhibited by students from poverty developed into
discussions on the way teachers talk to students when discipline events occur. Payne
(2005) suggested that when dealing with students from poverty, teachers needed to talk in
what she characterized as an adult voice, as opposed to a parental or child voice. An
adult voice is characterized as non-judgmental and factual. The parent voice is
characterized as authoritative and punitive, and the child voice is characterized as
defensive, victimized, and emotional. She believed that understanding the distinction
between these voices leads to effective negotiation in discipline situations. However, she
also believed that the majority of teachers approach discipline situations from a parental
voice as opposed to an adult voice. As the PLC teams discussed this concept of voices,
most teachers concurred that they used the parental voice in most situations. In the
kindergarten PLC team meeting Mrs. Elton and Mrs. Hoftstra commented that it was very
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easy to talk to children, especially smaller children, in the parental voice because as a
teacher you feel that motherly impact upon the children. In the second grade PLC team
meeting, Mrs. Tollson conveyed the same point about smaller children and using a
parental voice, but also added that she thought it would be hard to consciously switch
back and forth between a parent and an adult voice.
In the sixth grade PLC team meeting Mrs. Payton said, “After reading this, I did
realize that I do approach incidents in what she describes as a parental voice, and that
seems to be when some of my problems happen.” As she said this, I observed that the
members of the PLC teams agreed that the need to be aware of how they talked to
students, and what voice they were using when they talked to students was important. As
with the concept of structure and choice, teachers expressed the suggestion that a change
in their teaching practice was necessary to become more effective.
The chapter on discipline had developed a variety of discussions. Discipline had
proven to be a highly emotional topic, one where the experiences that were called upon
by the teachers were often unpleasant to revisit. By slowing the discussions down to
small manageable sections, teachers in the PLC teams were able to get past the emotion
involved with discipline and were able to focus on the structure and strategies involved
with recognizing behavior and impacting discipline. I noted these were observable
tendencies I needed to look for in the classroom setting.
Improving Instruction and Relationships, April 29-May 2011
Chapter eight focused on instruction and improving achievement. This chapter
did not spark as much discussion and shared experiences within the PLC team meetings
as the preceding chapter had. While teachers were quick to discuss their experiences on
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discipline, hidden rules, and other aspects of the book, when it came to instruction, the
factor with which teachers had the most experience, with, they were reluctant to talk
about their teaching experience. Each PLC team meeting was very slow in getting
discussion started on this topic, whether it was through insecurity or whether it was an
unwillingness to put themselves out in front of the group as a perceived “know it all,” or
someone who “needed help,” discussion came slowly on this topic. Teachers expressed
their willingness to learn new instructional tricks to be better teachers, but few wanted to
display their strategies for others to learn.
This willingness to learn new tactics was reflected when in-depth discussions and
shared experiences focused on what Payne (2005) described as instructional
interventions. Where discussions and shared experiences had stalled in other segments of
the topic, this area evoked the exchange of ideas. In the second grade PLC team meeting,
Mrs. Pinhook discussed at length the impact that she believed graphic organizers played
in her classroom instruction. She said, “Some days it’s the only way I can get
information across. I discovered them years ago and I have used them ever sense.” I had
noticed through observations in her classroom that when Mrs. Pinhook taught she used
graphic organizers quite frequently.
In the kindergarten PLC team meeting, Mrs. Thomas stressed the importance of
the kinesthetic approaches she used in the classroom. She said, “With kindergarteners I
have to have them moving around, but it has to be organized. I try to include an activity
and a center everyday that is kinesthetic.” I had observed that to be true; her classroom
frequently involved kinesthetic instructional activities.
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In the fourth grade PLC team meeting, Mrs. Avery discussed the importance of
the use of rubrics in the classroom. She said, “I find rubrics extremely important,
especially in my writing activities. It helps students feel like they are accomplishing
something. It helps them evaluate their own work, and they often grade harder than I
would.” I had observed Mrs. Avery used a rubric in her classroom, primarily on writing
projects and writing activities.
In each of the PLC team meetings, when the topic shifted to instructional
interventions the teachers began to discuss and share more experiences. The tactics they
were sharing were primarily tactics that only they were using in the classroom, tactics
their other team members were not using on a consistent basis.
The final chapter of the book focused on building teacher and student
relationships. A very short chapter, most discussions continued as part of a combination
between improving instruction and relationships. Many teachers described a wide variety
of relationship building techniques and experiences they had used over the years that had
proven to be successful. In the sixth grade PLC meeting, Mrs. Landry discussed how
knowing the latest popular songs helped her relate and converse with students who would
not open up in other ways. In first grade team meeting, Mrs. Connick stressed how she
used the knowledge of the student’s family members to build relationships with the
students.
What I observed through the PLC team meeting was that teachers had many good
strategies for building relationships with students who were either similar to them or had
a desire to form a relationship with the teacher; what I did not observe were strategies for
use when the student was different from the teacher or the student showed no desire to
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form a relationship with the teacher. The closest discussion I observed that approached
this concern came in the fourth grade PLC team meeting, Mrs. Avery said, “I start the
year off by talking about myself, and then we have an activity where they tell me about
themselves. I use that to devise strategies to get to know them better.” This presented
openness on behalf of the teacher, as well as strategies to create positive relationships.
Concerned that teachers were not discussing strategies to develop relationships
with students who were different than them or students who did not actively seek
relationships with teachers, I posed a few questions to each of the PLC teams. I asked,
“What about the others? What about the ones it doesn’t work with? What about the ones
who you haven’t formed a relationship with? What do you do then?” I observed that as I
asked the questions the primary responses were this aspect had not been considered.
There was no opposition or objection to the concept of building relationships, though I
sensed an uncertainty on how to approach this task. In the fourth grade PLC team
meeting, Mrs. Pomagran discussed how she had certain students to whom it was just
easier to relate. She said, “Some students you just naturally draw to, and they draw to
you. I don’t dislike any of my students, but I can see that there are some that I haven’t
formed a relationship with.” In the same meeting, Mrs. Russell commented, “It just
happens sometimes, you don’t think about it. Nothing intentional, you just don’t think
about it.”
In the sixth grade PLC team meeting, Mrs. Payton asked, “What about the
students that you try to form a relationship with but it never works out?” Mrs. Matthews,
one of her team members commented, “Well, I know I can’t reach everyone, but I try to
leave the door open in case they are willing to try later. You never know what is going on
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in a child’s life where they might need you later.” In listening to her comment, it
exemplified that you should never give up hope on a situation, especially when you are
working with children.
As we discussed the impact of relationships, I observed teachers discussing the
idea that they needed to be more open and inviting to creating relationships. Teachers
also commented that they needed to be more aware, and make cognizant efforts to get to
know their students better, and form better relationships.
End of the First Year PLC, May 2011
The PLC concluded in early May 2011, around the time for state testing. The last
PLC for each grade level consisted of wrapping up and reflecting on what had been
learned during the year. I observed that each PLC team said they now had a better idea
of what poverty was, and understood now that it was more than just a lack of money. In
the first grade PLC team meeting, Mrs. Pointer said, “I look around all the time now and
say to myself that is one of those things we learned in that Ruby Payne book.”
Throughout the year many aspects of the book had appeared to influence her, and she
made comments on how much she had learned from the book.
In the final PLC team meeting of the year, we discussed strategies that teachers
had learned that they thought they would implement in the next school year. In the
second grade PLC meeting, Mrs. Ward commented how they were already planning an
activity for the first week of the upcoming school year that would allow students and the
teacher to get to know not only each other but their families as well. She commented
how they were going to involve pictures and writing to open up the relationship process.
In the fourth grade PLC team meeting, a similar relationship strategy was discussed.
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Mrs. Avery commented they were going to plan a relationship strategy where they asked
the parents in one million words or less to describe their child to the teacher. She
concluded this activity would not only allow teachers to get to know the students, but
would allow parents the opportunity to brag on their children as well.
I concluded with a discussion on what other aspects they thought needed to be
addressed or what other areas they would like to learn more about. Most requests
centered on strategies and techniques for understanding behavior and discipline. In the
fifth grade PLC team meeting, Mrs. Moore said, “I want to know how we fix it.” “Fix
what? Poverty?” I asked. “Well yes, I mean no. What I mean is how do we fix what we
have here at school?” Mrs. Moore replied. I emphasized that I didn’t think we were
going to fix our poverty rate; what I hoped for was to become better as a staff in the way
we addressed and educated our students, especially those in poverty.
I determined that the school was not where we needed it to be and while change
had developed the change had not developed at a sufficient level. In PLC meetings I saw
initial plans being developed but not implemented to an effective level. In classroom
observations I saw sporadic improvement in teacher behavior but not on a consistent
basis. I determined that the PLC training we implemented on the frameworks of poverty
during the 2010-2011 school year was necessary, but work still needed to be done. An
area I determined needed improvement was what Payne (2005) described as instructional
improvement. I saw that teachers needed to work on collaboration, as well as
determining student weaknesses and improving instruction for those students. While
change had started it needed further guidance and a continuous push to arrive at an
acceptable level.
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Summer 2011
The problems I feared with the rising percentage of students who qualified for
free and reduced meals and with the loss of instructional staff were reflected in the state
test scores. As the state test scores arrived from the MCT2, Boulder Elementary School
saw an overall decline in scoring. As measured by the Quality Distribution Index (QDI),
Boulder Elementary School fell from a score of 175 to a 155. In addition, Boulder
Elementary School did not meet growth and missed the Adequate Yearly Progress (AYP)
in the category of economically disadvantaged black males. The distinction the state
labeled Boulder Elementary School with was Academic Watch, a label that reflected a
combination of QDI and a failure to meet growth. This was a two level decrease from the
High Performing distinction the school had earned for the previous three years (MDE,
2011a).
The direction I turned to stop the decline and improve student achievement was
the PLC process. In early July 2011, I attended a PLC conference in Birmingham, AL.
Rick and Becky Dufour, and the consultants of Solution Tree, a professional development
company, hosted the three-day conference. The Dufours are the writers and publishers of
Learning by Doing, Dufour et. al (2010), the guide to establishing and promoting PLC in
school settings.
When I left the training, I had a renewed sense that I could change structures and
support systems within the school to provide a better opportunity for student
achievement. I read through, studied, and took the trainings of the PLC process and
molded it from our training of poverty into an instrument devoted to improving
instruction and increasing student growth and achievement. Dufour et al. (2010) endorsed
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the creation of a schedule and instructional process that promotes collaboration and
mutual accountability. I revamped the entire school schedule for the upcoming school
year to include a one-hour remediation and enrichment time in which teachers would
work in small groups with children on the areas in which the children were weak. The
remediation time also promoted extra skill building in areas in which the students showed
proficiency.
As part of the schedule change, I planned that every three weeks the school would
implement common assessments to gauge mastery and learning of the skills teachers had
taught in those previous weeks. I set up a time during each week where the teachers
would meet in their PLC teams, and instead of focusing on poverty, the teachers would
focus on the strengths and weaknesses of their students as measured by the common
assessments. As part of the shift in the PLC process from poverty to student
achievement, the strengths and weaknesses of the teachers’ instructional practices should
be examined and discussed with a focus on improving instruction.
At the end of the 2010-2011 school year three teachers retired, which changed the
number of participants to 30 for the second year of the research study. An additional
teacher left the school district after the 2010-2011 school year; she had requested not to
be a participant in the research study at the onset of the study. Four teachers were hired to
replace these teachers who left or retired. The newly hired teachers participated in the
second-year PLC team meetings, but their comments were not included in the research
study; they were not considered participants in the research study. Six teachers changed
teaching positions due to teacher request or to a shift in student population, which
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required the addition of a teacher unit in order to maintain class sizes at a manageable
ratio.
Second Year of the PLC Process
The First Nine Weeks of School, August-October 2011
At the beginning of the 2011-2012 school year, we had the disappointment of
what our test scores were in the previous school year. However, I kept pushing that we
would improve instruction, learning, and test scores through the PLC process. I devoted
the majority of the first professional development day in August 2011 to teaching the
staff about the Dufour PLC process. I reminded the staff of the steps we had taken in the
previous year, where we had learned about poverty through the PLC process, and
explained how we would use the PLC process to improve instruction. I took video
snippets, excerpts from the Learning by Doing (Dufour et al. 2010), and taught the
teachers additional aspects of the PLC process, such as common assessments and
analyzing these assessment results we would implement in order to build a stronger PLC
in our school.
We set the days when each grade would meet and started meeting as soon as
school started. In the first three weeks I explained the common assessment process.
Common assessments are summative tests used to measure learning from the objectives
teachers have taught. The school’s lead teacher, Mrs. Ashlyn, made the common
assessments, distributed them to the teachers, and graded the tests. She then reported test
results to the teachers; teachers brought their test results to the PLC meeting and
discussed which students showed mastery of which objectives. As I met with the PLC
teams, it took a lot of trust building for the teachers to accept that the assessment was a
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tool geared to gauge learning and not a tool to find out who was doing or not doing their
job.
In the PLC team meetings I explained to the teachers to use the approaches we
had implemented last year where we learned from each other’s experiences. I reminded
them that we had learned a lot about our students, our school, and ourselves, and as we
moved our focus from teaching to learning, we needed to take this knowledge of poverty,
and the understanding of our students to improve student achievement.
I had teachers focused only on what they were teaching, not if the students were
learning the material that was being taught. It was not that they were unconcerned or
apathetic if students were learning, but it was as if they had no gauge to determine
whether or not the students had learned. In the PLC summer conference I heard this
described as hammer and hope. This description meant that as a teacher you hammered
the material in their head and hoped it would come out on the day they were tested. That
phrase accurately described what the school was doing before we transitioned our PLC
process to improving student learning.
Dufour et al. (2010) described many of the obstacles we would face as we
implemented and focused our PLC on improving student learning. The authors claimed
we would face difficulties in building trust in the common assessment and building trust
among the members of each team. They claimed there would be trouble in keeping the
focus of the PLC on student learning and from deteriorating into a gripe session. They
described the possibility that a PLC would have teachers who could not see the end goal,
and some teachers who were resistant to change. I observed all of these described
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obstacles in the first nine weeks of school as we transitioned our PLC to improving
student learning.
I observed in the sixth grade PLC, great resistance to the common assessment.
Mrs. Matthews neither trusted nor valued the assessments as a tool to gauge student
learning. She claimed at every meeting that this was not a true measure, because if she
had not taught the question it should not be on the test. Mrs. Landry echoed this
sentiment but also claimed the assessments were an evaluation of her teaching ability. I
observed in the second grade PLC meeting Mrs. Ward continuously questioned how
much help or assistance the teacher could give during an assessment, and I witnessed the
coaching, and other assertive tactics to ensure that students scored high on the test. As I
compared common assessments to grades in the grade book, especially in first and second
grade, I would consistently find discrepancies in indications of mastery between the two
documents.
During these first nine weeks of school I observed how the teachers took the
knowledge gained in the previous year’s PLC meetings on poverty and implemented it
into the classroom setting. Through formal and informal observations, casual
conversations, and documents such as discipline referrals and test data, I noted whether
the teachers reflected an understanding of poverty.
One of the first things I noticed was the approach teachers took in forming
relationships with their students. The fourth grade, teachers followed through and
proactively inquired of students and parents information to form better relationships.
Mrs. Avery led a writing activity where parents were given a piece of paper and asked to
write about their child in a million words or less. The response was overwhelming; the
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teachers claimed that almost every parent responded, along comments on how they
appreciated the activity. This initial activity paid dividends throughout the school year as
the fourth grade initiated several positive parent meetings and conferences throughout the
year.
In the second grade I observed they also followed through with a relationship
building activity. Throughout the hallway, the teachers posted the writings and pictures
of students in a project entitled “Getting to Know Me.” Second grade teachers had
created an activity to initiate and form a relationship with their students.
I observed teachers implementing strategies they discussed in the previous year’s
PLC team meetings when I saw the implementation of coping strategies and the teaching
of options during problem solving. I attended a student/teacher conference with Mrs.
Terrier and a student who had just been in an altercation with another student. As I
discussed the situation with Mrs. Terrier, she informed me how she had talked with the
student twice about how he could have avoided the confrontation. She said, “I told him
to ignore, the other student, I told him to remain calm because it wasn’t worth getting
suspended.” She seemed frustrated that the student had not listened to her advice, and
although the student had not avoided conflict, I witnessed a teacher implementing
strategies she had learned from the PLC training.
In the fourth grade, I observed the teachers implementing a support system
strategy to teach students how to identify options when solving problems. Each day as
students would go to recess there would be a small section of students unable to attend
because of disciplinary problems during the day. Instead of having the students sit idle or
work on homework as they had in years past, the teachers would hand the students a
133

sheet inspired by Payne’s (2005) text and had the students analyze their behavior. The
sheet asked them to identify why they were in trouble? When they did it what did they
want? What are some other things they could have done? And what will they do next
time? The students had to write answers for each of the questions as they sat out of
recess. This sheet demonstrated implementation of practices they learned in the PLC
training.
Second Nine-Weeks of School, October-December 2011
During the second nine-week grading period, the fourth grade PLC team made a
breakthrough in implementing a meeting that focused on improved instruction and
student learning. The fourth grade team members paid attention to student data generated
by common assessments and planned remediation techniques based on the data. They
divided students into groups based on need and focused tutoring based on weaknesses
and strengths students had displayed on the common assessments. Because of the effort
the fourth grade teachers showed, they got results. The data produced from the 20102011 MCT 2 showed that these fourth grade students scored low in many areas. The
fourth grade teachers also focused on these areas and got results as well. As assessments
were administered to students, results showed many students reaching levels of
proficiency they had not before.
As the fourth grade started to get results, I publicized and praised their efforts in
weekly faculty meetings. Soon after I publicly acknowledged the efforts I was
witnessing, the fifth grade started to show improvement in their PLC effort to improve
instruction and student learning. When teachers in other grades realized the results that
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the fourth grade had obtained, walls of resistance began to break down for the potential
that PLC could be used to improve instruction and student learning.
The grade that provided the most resistance was sixth grade. In the PLC meetings
and in my classroom observations, it seemed to me that they were merely going through
the motions and that they opposed any real efforts to analyze data or use data to
remediate students. I discussed my observations with the sixth grade teachers. Mrs.
Landry was the most vocal with her opposition. She claimed she did not have the time to
look at the results and furthermore felt the common assessments were a waste of time that
took time from her teaching time. Mrs. Matthews reiterated a point she claimed in the
first nine-weeks that the common assessments did not accurately cover what she taught in
her classroom; even though she had approved questions before they were given to
students. I asked her why she thought the test was inaccurate and she gave two reasons.
First, she explained that she had not made out the test. Second, she thought that some of
the skills built upon each other, and though a test item may be classified under an
objective, the objective had not yet been mastered.
The first, second, and third grades made some improvements as well, but no grade
had reached the level of improvement as fast as fourth and fifth grade. Kindergarten had
found it too difficult to administer common assessments due to the wide variety of skill
levels present in their class, and chose to use data from classroom assessments to discuss
in PLC meetings and for the remediation of students.
Many of the PLC teams were implementing what they learned in chapter eight on
improving instruction from last year’s PLC team meetings. Even though this chapter had
not produced as much discussion as other chapters, the teachers were implementing
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aspects of these discussions in their classroom setting. Payne (2005) emphasized that
teaching is what occurs outside the head and learning is what occurs inside the head.
Along with this she detailed the importance that an individual should have background
knowledge, certain skills, and a structure inside them to accept the learning. These
features closely resembled the emphasis by Dufour et al. (2010) on the importance of
learning. Teachers were putting an emphasis on learning. Though it had not yet reached
every teacher in every grade level, I witnessed a definite emphasis being placed on what
the students were learning as opposed to what the teachers were teaching.
In my classroom observations I saw evidence of teachers using what they had
learned in the previous year’s PLC team meetings on poverty; I also saw evidence that
teachers faced some of the same issues and repeated some of the same patterns they
exhibited prior to the PLC training. In the third grade I observed teachers making special
arrangements for projects they never had before. They used portions of instructional time
and recess to allow students to research material on the Internet as well as cut and
construct material they needed to complete the project. When I discussed what was
happening, Mrs. McCann and Mrs. Pitt explained that they had thought about how
students may not have help at home to complete a project so they were providing
assistance and time to students at school, as they needed it. They explained that many
students had taken advantage of the opportunity and participation had been consistent.
I also observed differences in the way teachers would react to common practices
such as sending papers home to be signed. In the past, I had observed that teachers
would frequently become upset if a student did not return papers the next day signed by
their parents. I had experienced teachers sending students to the office with a discipline
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referral because of this action. However, this type of referral had not occurred at all in
this school year. When I asked in a first grade PLC team meetings about this change in
behavior, Mrs. White commented how they discussed this should no longer be an action
that warranted punishment. She said, “Why punish them for something they might not be
able to control. If we think they are hiding papers or taking advantage of something that’s
different, but that’s what we decided.” This practice of not punishing for unsigned
papers occurred in other grades as well. In a conversation with Mrs. Decker, a fifth grade
teacher, she explained that though a student might earn a demerit for not returning a
paper, they had extended the time frame to three days, thereby giving a grace period, as
opposed to punishing after one day.
I also observed teachers exhibiting behaviors that contradicted the frameworks of
poverty we in the PLC team meetings. In the sixth grade Mrs. Landry seemed to have a
difficult time with discipline. Students were frequently being sent to the office for
getting into arguments with Mrs. Landry. As I investigated the discipline referrals, I
noticed that many of the situations had escalated to a serious nature and I learned of the
way Mrs. Landry responded to the situation. Of particular concern was the way Mrs.
Landry talked to the students as she reprimanded them. I observed she spoke to the
students in a condescending tone characterized by being authoritative and judgmental.
She exemplified what Payne (2005) described as the parental voice. When I mentioned
what I had observed, Mrs. Landry responded with a answer that expressed she would try
and be more aware of the way she talked, but did not acknowledge that it was occurring.
I observed a similar situation occurring with another teacher in the sixth grade. Mrs. Bay
had a difficult time forming relationships with students and parents. Away from the
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students, Mrs. Bay had a pleasant personality, but in the classroom and in parent
conferences I attended with her, the connection and relationship building strategies were
not present. She struggled in making relationships with students and parents. When I
mentioned the material we discussed and learned in the PLC team meetings she also
expressed that she would try harder, but it was evident that her frustration level with both
students and parents had increased.
Third Nine Weeks of School, January-March 2012
As the third nine-week grading period began, I re-emphasized the importance of
using the PLC process to improve instruction and student learning, especially to
economically disadvantaged students. I started the nine-week period showing all the
school had accomplished the first semester. It was obvious the teachers had not realized
all of the changes they had made both individually and as a team to improve instruction.
In the fourth grade PLC team, I observed complete buy-in to the PLC process.
They met weekly and discussed student strengths and weaknesses, as well as devised
strategies to meet the needs of the students. In the fifth grade PLC team meetings, I
observed they also worked to make sure that student weaknesses were addressed and
teaching strategies were developed that addressed the needs of students. I observed in the
first, second, and third grade PLC team meetings the changes teachers were making.
While I had not observed the levels of efficiency found within the fourth and fifth grade,
I had witnessed progress, changes in behavior, and a willingness to look at the individual
needs of students in ways they had not shown before.
Sixth grade still resisted many of the aspects implemented at the beginning of the
year. While I observed that the complaints from teachers about common assessments had
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diminished, the sixth grade teachers had not implemented additional remediation
strategies based on student needs to any far reaching manner. They took the data from
the common assessments, went through the procedures, and discussed the data; however,
they treated the students as large groups as opposed to treating them as students with
strengths and weaknesses.
In kindergarten, I observed many of the aspects discussed in the previous year’s
PLC meetings being implemented. Kindergarten had adjusted their curriculum to the
Common Core State Standards (CCSS) from the Mississippi Curriculum. Through this
transition, I observed teachers discussing how many of the students from poverty did not
have the conceptual understanding or background knowledge needed for effective skill
development. Suggestions were made in PLC meetings that non-fictional concepts had to
be stressed in order to introduce the students to concepts to which they had never been
exposed. These discussions centered on what Payne (2005) described as building the
learning structures in students from poverty. Payne had described that students from
poverty come to school without concepts and without cognitive strategies. As the
teachers transitioned to the CCSS curriculum, they observed the deficiencies in content
and cognitive strategies, and then addressed the weaknesses they saw. Mrs. Thomas took
advantage of the early morning time when students went to breakfast by showing a nonfiction nature video as opposed to cartoons. Mrs. Thomas confirmed the reason behind
the nature videos was to introduce non-fiction content. In addition, I observed in the
classroom setting a renewed effort to introduce non-fiction themes such as space and
community helpers throughout the year. These units instilled measure of content and
concepts along with the skills the teachers taught.
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The instructional data I collected confirmed teachers had focused on improving
instruction and student learning. Since the MCT2 had become the state test, we had
administered a practice test at the beginning of the third nine-week grading period to
show which areas needed work. Prior to the 2011-2012 school year, the school had not
administered common assessments, only the MCT2 practice test. This year (2011-2012),
after each common assessment was administered, teachers knew deficiencies and
weaknesses to work on with individual students. When the 2012 MCT2 practice test was
administered, the school saw a 10% improvement in achievement on this informal test.
Though it was only an informal test used for practice, it encouraged teachers in every
tested grade (3-6) that their efforts worked. Mrs. Avery, a fourth grade teacher, was
particularly excited, “I can see the growth! There are still things we need to work on, but
I can see achievement.”
I also observed tendencies where teachers repeated behaviors and actions
exhibited before the PLC training on poverty. Mrs. Payton, a sixth grade teacher, had a
problem with students she considered disrespectful. She insisted that students were not
respecting her as she felt she needed to be respected. She wrote discipline referrals on
disrespect, but also I observed she came to the office after each referral and wanted to
discuss what had happened in her classroom. After I listened to what she said, it seemed
to me that she was taking each comment personally whether it was meant personally or
not. I reminded her of what we had discussed last year on how students from poverty
tended to be disrespectful to people in authority. Frustrated, she acknowledged what I
said, but said she didn’t remember. I explained to her what I had observed. I said, “They
are sixth graders, they tend to be disrespectful. Acknowledge it. You don’t have to
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accept it but you don’t have to take it to heart either.” I encouraged her to go back and
read what the book said about disrespect, and reminded her not to let the students get her
so upset. In the weeks that followed, she handled things differently and tended not to let
the students get her emotionally upset.
In analyzing the discipline referrals my assistant principal and I received in the
office, we discussed how many teachers wrote students up for fighting when after an
investigated was completed, the students were not fighting, simply arguing. After
analyzing who wrote the most students up for this action, it was consistently happening in
fourth grade. I decided to address the teacher who consistently wrote fighting by going to
her classroom. I went to Mrs. Steel’s room and discussed what I saw in the data. I asked
her to explain to me what the difference between an argument and a fight were. As she
explained, she had no problem differentiating between the two but when I told her what I
saw on the discipline referrals, she explained that often times she did not see how the
argument started, and if they got up out of their desk, balled their fist up, got in each
other’s face, or yelled at each other, she considered that a fight and wrote it up that way.
I explained that when I investigated the situation, called witnesses, and talked to the
students I found in most cases that no one was ever hit. I explained that if no one was hit,
I found it hard to consider the situation a fight and punish the situation accordingly. We
discussed the differences in arguing and fighting and I reminded her what we had
discussed in last year’s PLC. Payne (2005) described how people from poverty would
have a tendency not to back down from an argument because it made them look weak;
how the hidden rules of poverty frowned upon looking weak. What Mrs. Steel considered
to be a fight was not a fight in the eyes of the student, but a way not to appear weak.
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Mrs. Steel replied, “But I want to make sure that I cover myself, in case they do get into a
fight later on, and I didn’t let someone know.” This is a concern for teachers and I
understood it to be so. I explained there was other ways to approach this concern, and we
discussed alternatives such as conferencing with the students, or even letting one of the
administrators know and we would talk to the students.
During the third nine-week grading period, the school district assisted our efforts
to assess student learning by purchasing the Educational Leadership Solutions (ELS)
benchmark test. The ELS benchmark test was a test program that allowed the school to
administer a common assessment over the entire MCT2 curriculum and study the data it
generated. The test was given in the last week of the third nine week grading period and
afforded us the opportunity to produce and analyze data specifically designed to reveal
student weaknesses.
As the third nine-week grading period ended, we knew that all of the objectives in
the curriculum were not covered. However, we anticipated the results in areas that
needed intensive remediation and review.
Fourth Nine Weeks of School, March-May 2012
As the fourth nine-week period began, the results from the ELS benchmark test
arrived. The ELS benchmark test predicted a QDI of 131, a far lower QDI than what we
expected. However, teachers knew that all the material in the curriculum had not been
covered and took the data presented to them and immediately went to work in their PLC
team meetings. In all four tested grades, (third through sixth) teachers found objectives
and patterns that students showed they had not mastered and produced remediation for
these areas. Intensive remediation began, teachers worked diligently to improve
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instruction and student learning. I observed for the first time all year, all PLC teams
across the school running effectively. They met on students, discussed student needs, and
planned instruction based on those needs. Third grade and sixth grade, which had not run
as efficiently as fourth and fifth grade all year, embraced the data collected, analyzed
them, and planned for improving instructional techniques during their PLC team
meetings.
Teachers implemented relationship and support system strategies they had learned
in the previous year’s PLC team meetings. In the third through the sixth grade PLC team
meetings, the teachers requested to schedule evening parent conferences to discuss the
importance of the upcoming MCT 2. In the fourth grade PLC team meeting, Mrs. Wilton
said, “We want to stress to them how important this test is. We have been having a hard
time motivating these students all year, we need to motivate the parents as well.”
Motivation seemed to be a concern in other grades as well. In the third grade PLC team
meeting, Mrs. Pitt commented that since this was the first time the third grade students
were taking the test that the parents needed to understand how important it was and
motivate their kids as well.
The evening parent meetings were scheduled in April 2012. Each grade scheduled
for a different night, so a parent with children in different grades would be able to attend
the meeting for each child. The turnout for the meetings amazed the teachers. In the
fourth grade meeting, Mrs. Russell, who had been skeptical of the turnout, admitted she
never thought that we would have as many people attend. In the third grade meeting, the
teachers addressed the fear and unknown variables that concerned parents and students.
When she addressed the parents, Mrs. McCann said, “All throughout life your kids are
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going to be tested. In most jobs they apply for or schools they will try to get into, they
are going to be tested. It’s just the way in this world.”
In the fifth grade parent meeting, the teachers set up a support system to aid
parents to assist their children on the material. Mrs. Decker, a fifth grade teacher, handed
out material that explained concepts and skills to parents. She emphasized that the
teachers were here to provide support not only to students, but to parents as well. Parents
stayed behind after the meeting concluded, getting advice on how to help their children.
Relationship and support system strategies were implemented in the sixth grade
parent meeting, too. Mrs. Payton distributed reading passages and discussed test-taking
strategies. Mrs. Landry discussed the importance of motivating students to do their best.
After the meeting concluded, I observed parents discussing tips to help their children and
teachers openly encouraging students and parents.
Through the fourth nine-week grading period I had observed many positive
aspects of teachers building relationships with parents and students, which were strategies
Payne (2005) described as playing an impact in the lives of students from poverty. I had
also observed teachers in PLC teams becoming more efficient and effective in
recognizing student weaknesses and in improving instruction and student learning, also a
strategy Payne endorsed. In addition, teachers frequently discussed topics in the second
year’s PLC team meetings that showed they learned the material from the previous year’s
PLC team meetings. In a second year PLC team meeting, Mrs. Daney discussed that
many times a person had to leave old relationships behind in order to progress upward.
She discussed with her colleagues how she grew up in Crossett, Arkansas and how as a
junior in high school she was forced to move to Mississippi. She said she hated it at the
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time, thought her world was ending, but within a year’s time, two of her closest friends in
Arkansas were pregnant before they finished high school. She said she looks back on it
now and knows if she had not gotten away from the situation, she would probably be
right there with them. However, I still observed teachers exhibiting behaviors and
attitudes that contradicted their PLC training on poverty.
In the sixth grade, the problems Mrs. Landry had in the ways she communicated
with the students resurfaced. I observed that the tone and voice Mrs. Landry used, almost
on a daily basis, had deteriorated to such a level, that I expressed to my assistant
principal, Mrs. Rucker, that we needed to call Mrs. Landry into the office before an
incident occurred. Mrs. Rucker agreed, but the conference did little to change the attitude
Mrs. Landry exhibited towards the students. Mrs. Landry vocalized that she had grown
tired of the way the students acted and talked to her, that they did not do their work to the
level she expected, and many other complaints she had about the students and their
parents. She expressed her displeasure with Mrs. Rucker in how she handled discipline,
stating, “Some of these kids should be gone, and you’re not making it happen.” The pent
up irritation, attitude, and frustration Mrs. Landry expressed was the precise reason I had
decided two years prior that training in this area was necessary.
End of the Year Interview Questions
At the end of the fourth nine-week grading period, I interviewed each of the
teachers who had participated in the two-year study. I asked a series of nine questions to
each of the teachers, recorded the interview, and transcribed the conversations. After the
interviews, I analyzed the data for similarities and patterns present within each interview,
as well as discrepancies or differences in perception.
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Interview Question One, Perception of Poverty
The first interview question asked of each teacher was: How do you describe your
perception of poverty? While many of the teachers expressed the perception that poverty
included the lack of monetary funds, I observed the perception had expanded to more
than not having enough money. An aspect that teachers commented on as part of their
perception of poverty included the view that students from poverty were not exposed to
and lacked the experiences that middle class students had. Mrs. Daney said, “I see these
students just don’t have the experiences, like going to the movies that my children would
have.” Her concern went further as she described social interactions. She said, “They
don’t have the social skills because they have never been put in the situation” The
situation she was trying to describe were examples of middle class settings where these
social skills were necessary. Mrs. Daney went on to say, “Watching them eat in the
cafeteria, they don’t have the mannerisms of the people who have experiences.” She
explained this by giving examples of the continuous borrowing of food, the misuse of
utensils, the loud talking exhibited in the cafeteria, and how these types of mannerisms
are not examples of how people should eat in public. Mrs. Hofstra expressed the
perception that the lack of experiences signaled a characteristic of poverty as well. She
explained how she thought that many of her students had never had a chance to leave
town, and the only real exposure many of them had to the world was a trip to Wal-Mart.
Another perception expressed by the teachers was that poverty was a mindset.
Mrs. Ward explained, “When you think of poverty, you think of survival. You don’t think
of anything in the long term, just the short term.” The mindset she described evoked
thoughts of hopelessness, She went on to say, “Like this is the way it is for me, not being
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able to see a positive result in the end, just doomed, I guess, in a way.” Mrs. Jeron, a
kindergarten teacher, also expressed that the perception of poverty included a mindset.
She explained, “I find that I end up having to help the children a lot more because the
parents do not care or understand how to help their children.”
The perception that poverty included a different mindset was expanded upon by
some of the teachers to include a lack of education and values. Mrs. White explained, “I
think that education, the lack of money, and your way of life become a mindset.” Mrs.
Tollson explained she perceived poverty as a problem due a lack of money, but also a
lack of education. She said, “I think low income, but I also think uneducated, I think that
a lot of people that are in poverty are there because they do not have a proper education.”
A first grade teacher, Mrs. Roos’ comments explored a combination of income,
education, and values. She said, “My perception is that the lack of income in turn affects
the education level, the morals, the values, and what you think is important all the way
down the line.”
I observed that a sixth grade teacher, Mrs. Matthews, had a different perspective
on poverty than the rest of her colleagues. She expressed the perception that poverty in
Boulder was different than poverty elsewhere because of our locale. Her perception
included aspects of experiences and mindset, but she thought that this perception would
be different if we experienced poverty in a big city, as opposed to our rural setting. She
said, “I think that our poverty is that we are very rural, there are few role models, few
jobs, and here it is very hard to convince someone that there is something different in the
world.” She expressed the belief that Boulder’s rural situation perpetuates poverty. She
said, “The tendency is to become stuck here as kids don’t see much opportunity on a day147

to-day basis. After a generation or two, opportunity is foreign to them. They don’t know
there is a difference.”
I observed through the interviews that the perceptions of poverty had widened
from the initial perception, just a lack of monetary funds. Perceptions that related to
experiences, exposure, mindsets, and locale were now discussed with confidence as
aspects that characterized poverty in the classroom setting.
Interview Question Two, Awareness and Determination of Poverty
The second interview question I asked the teachers included three parts: How do
you recognize the socio-economic status of your students? Which ones do you determine
are of higher economic status/lower economic status? How do you determine the
difference? I analyzed the answers I received and found that the majority fell into three
categories: appearance of the student, whether they had adequate school supplies, and
how they ate in the cafeteria.
In the first category, the appearance of the student, Boulder Elementary School
had implemented a school uniform policy, but it mattered little in teachers determining
which children were from poverty. Mrs. Avery explained, “At the beginning of the year,
you can tell the difference just by glancing or looking at them, how they are dressed and
the shape of their uniform.” Mrs. Bay said, “When they come in and it looks like they
are just taking their clothes off in the evening and putting them right back on, and the
ground dirt is there, you know.” Teacher after teacher determined economic status based
on appearance. Assumptions and determinations were made on the factors of appearance
and cleanliness.
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The answers teachers gave also showed that determinations of economic status
were made on whether the student had adequate school supplies. Mrs. Farmer said, “I
generally make assumptions based on who brings supplies at the beginning of the year
and who doesn’t.” Mrs. Landry said, “Generally, you can tell right at the beginning of
the year. The student will say, ‘Oh my mom will bring it tomorrow,’ but it never comes.”
Teachers also made determinations on the quality of the school supplies, and whether
they represented the latest trends. Mrs. Thomas explained, “Sometimes the more well-todo kids have the nice backpacks with the matching lunchboxes, so it becomes pretty
noticeable.” Another teacher, Mrs. Pomagran said, “You can tell the ones who have
money will have the newer backpacks and all their supplies, while others don’t.”
The answers teachers gave to the second interview question also reflected that
determinations on economic status were made based on the student’s lunchroom habits.
Teachers acknowledged they knew which students received free and reduced lunches.
However many described that the habits students exemplified in the cafeteria setting
revealed what the teachers determined to be their economic status. Mrs. Quick said,
“You can watch and tell which children never bring money for an extra snack or ice
cream and which children do.” Another teacher, Mrs. Pitt claimed, “If you watch the
kids closely you can tell who’s poor. The kids tend to eat more at lunch, they don’t seem
like they are ever full, scared they won’t get their next meal.”
In addition to these three categories, Mrs. McCann expressed you could determine
economic status by observing the medical supplies and health of a student. Mrs. Decker
revealed that she determined economic status by listening to the stories the student’s told.
As I listened to the teachers, most expressed an increased awareness as well as a
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multi-stepped approach in how they determined the economic status of their students.
This awareness was not present before the teachers participated in the PLC meetings
about poverty. The explanations teachers gave for being aware and determining which
students were from poverty was different than the complaints I heard prior to the PLC
training of why students did not have items such as supplies and clean uniforms.
Interview Question Three, Identifying the Demographics of Poverty
For the third interview question I asked the teachers: Have the demographics of
your class changed over the years? If so, how? As I analyzed the data from the
interviews, only one teacher from sixth grade, Mrs. Landry, answered that she had only
seen a minimal change in the demographics of their classes over the years. Every other
teacher indicated there were definite differences in the demographics of their classroom.
I found this quite odd, since this teacher had struggled all year working with students
from poverty.
Mrs. Payton described how she recognized there was a difference in
demographics when the high school band came by soliciting and recruiting membership
from the sixth graders. She described how she discussed with her students that band
provided opportunities for scholarships to college, only to be told by her students that
they had no plans to attend college. She stated that when she told her students that they
needed to go to college to get a good job, she was met with the question of why do we
need to work? She thought this showed an example of how the demographics had
changed in her class.
Other teachers saw the changing demographics in their class in their student’s
parents. Many teachers found that the attitude of working together and helpfulness were
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no longer as evident as they had been in years past. Mrs. Daney said, “It’s an attitude of
where: I send my child to school and you take care of them, but if you have an issue, it’s
like, ‘why are you being ugly to my baby’? Very standoffish.” Mrs. Pitt made a similar
comment: “There is not as much parental involvement. I think the parent believes the
child before they believe the teacher. They tend only to believe what the child says.”
Mrs. Quick detailed how a demographics change of increased poverty had
changed the way they asked parents for money. She said, “We used to be able to send a
note home anytime for field trips. Now, we have to target when we think they will be
getting money, in order for them to turn the money in.”
Through listening to the answers to this third interview question, it was obvious
teachers were aware of the demographic changes in their classroom. Mrs. Avery said, “I
may be aware of poverty a little more now than I use to be because of studying the
[Payne] book, but I have more poverty now that I am seeing in my class.” Mrs. Avery
had shown not only an increase in understanding, but she had also seen the shift in
demographics. This increased awareness of the demographic change strengthened my
thoughts that the teachers were becoming more skilled in working with students from
poverty after their PLC training on poverty.
Interview Question Four, Relationships
The fourth interview question centered on the teacher and student relationships. I
initially asked the teachers to describe their relationship building strategies with their
students and asked if those strategies differed between students from different economic
statuses, and if so how. As I analyzed the data collected from the interviews, I noticed
three categories developed: (a) the importance of recognizing conversation, (b) the voice
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used in talking with students, and (c) teachers who didn’t think they used different
strategies but actually did.
When focusing on the importance of recognizing conversation, many of attributes
with which teachers responded reflected what Payne (2005) described as the behavior
where students from poverty talk incessantly. Mrs. Steel described how when students
attempted to hold a conversation they were “all over the place” in their descriptions and
discussion. She said, “Their attention span is shorter, and they have a hard time focusing
on the conversation, but that doesn’t keep them from talking.” She also emphasized that
she believed the constant talking to be a part of their personality. Mrs. Decker stressed
the importance of recognizing conversation when she gave directions. She said, “The
ones that I think are impoverished, I have to speak or talk with them more. More verbal
directions, you try to get them to read the directions on their own, but it ends up in a
conversation.” She also expressed the belief that she had to be more animated with
students from poverty than she had to be with other students. She said, “When telling a
story, I have to put more feeling or emotion in it or they don’t understand. It can’t be just
a normal conversation.”
I observed that the second category, the voice used in talking to students from
poverty, produced different comments than the PLC teams studied in the book. Payne
(2005) described the importance of using the adult voice with students from poverty as
opposed to a parental voice. As I listened to the responses from this interview question, I
realized that teachers utilized a mixture of adult and parental voices, depending on the
age of the student. Mrs. Decker, a fifth grade teacher, commented how she thought the
voice she used played an important role in teaching students from poverty. She said, “I
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have to talk to them in a dominant, adult voice rather than a calm sensitive voice. They
don’t hear it (the sensitive voice) as well.” Mrs. Matthews as also described the nonjudgmental adult voice as a pivotal part in forming relationships with her sixth grade
students. She expressed that it shows a student that you like them, but there are certain
things you will not tolerate in class.
In the lower grades (kindergarten through third) however, teachers responded
with answers that exemplified a mixture of parental and adult voice. In the first grade,
Mrs. Roos commented that with certain students, she praised and felt sorry for some more
than others, often depending on their economic status. She believed that this extra
attention and sympathy made her talk to those students differently than she would other
students not in the same situation. In the third grade, Mrs. McCann discussed how she
frequently talked with students by providing emotional support when communicating
with them. She expressed that if she didn’t provide that extra emotional support that some
students would have a tendency to quit or give up.
I had not considered the third category a possibility when I wrote the initial
interview questions. However, as I analyzed the data I had collected, a pattern emerged
that showed teachers were opposed to treating economically disadvantaged students
differently than non-economically disadvantaged students; however, they detailed how
they in fact did treat these students differently. Mrs. Thomas, a kindergarten teacher,
explained that she hoped she did not differ her relationship building strategies between
economically disadvantaged and non-economically disadvantaged parents. However, as
she elaborated, she realized this was exactly what had happened. She said, “We do pick
simpler words that mean the same thing when we send home permission slips.” She also
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detailed the way parental conferences were conducted, she said “With middle class
parents we don’t start at square one like we do when we talk to a poorer parent.” In the
second grade, Mrs. Tollson commented, “I wouldn’t say that I treat anybody differently,
but there are some students who need more hugs and smiles.” She went further and
explained that just by providing that little extra bit of attention and kindness, it went a
long way with students from poverty. Mrs. Tollson reflected on what she learned from
Payne’s (2005) description of relationship building strategies. She also expressed the idea
that if a student from poverty did not bring certain things, she would make sure, as the
teacher, that she obtained those items for the student either by purchasing them herself or
asking if the school had any extra supplies.
What emerged from this third category was the concept that many teachers
wanted to show a level of kindness and care to students from poverty. However, it
became evident that these teachers thought that differing their responses, attitudes, or
actions served as a form of unequal treatment.
Through listening to the fourth interview question, I found that teachers had
become more aware of the importance that conversation played in forming a relationship
with students from poverty. Teachers had become more aware of voice, adult or parental,
when interacting with students. In addition, though I noticed that although many teachers
were not always comfortable with the concept of interacting differently with students
from poverty, they practiced this action on a regular basis.
Interview Question Five, Discipline
The fifth interview question I asked focused on discipline. I asked if there had
been any change to the teacher’s approach to disciplining students this year as opposed to
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years past, and if so how. As I analyzed the responses, I realized that teachers were
utilizing different approaches. Many teachers explained that they found themselves
talking to the students more now than they had in the past. Mrs. Thomas said, “I try to
talk and reason with them more, talk and reason.” Mrs. Terrier said, “You have to talk to
them, have their time out and have them think about it and most of the time they will
realize that you are here to help them and not barking at them.” The talk and reason
approach was also supported by Mrs. Ward, who said “My approach now is more
conversation, talking it out trying to get the child to understand why they are doing what
they are doing and what the consequences are going to be.”
Teachers also claimed they were now more aware of situations and handled them
differently. Mrs. Tollson said, “I am more sensitive to students than I used to be.” In this
same line of thought, Mrs. Steel said, “I try not to embarrass them, with some students
you have to ignore some of the little things. If there is a problem I try to take them out of
the room and not embarrass them.”
Teachers also said they utilized strategies that Payne (2005) described where she
advised to teach a separate set of rules for home and school and have students utilize
conflict resolution skills. Mrs. McCann said, “We can’t change everything that happens
at home, and this may be the way you handle things at home, but yet school is a different
setting, and it can’t always be like it is at home.” Mrs. Avery detailed an approach she
began utilizing this year she had not implemented in the past. She said, “I try to reason
with a student and let them write it out and explain where they are coming from, conflict
resolution skills is what I focus on a little more with these students.”
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I noticed with the answers many teachers gave during the interviews they thought
that they had used different discipline strategies during the year after the poverty training.
They quoted, recalled, and referenced passages and examples from the book and the PLC
team discussions they had participated in the year before. The answers from the
interview questions matched the observations I saw in the classroom and throughout the
school. Further confirmation would later be gained as the end of the year data on
discipline were collected and analyzed.
Interview Question Six, Instructional Strategies
The sixth question asked focused on instructional strategies. I asked if there had
been any change in the instructional strategies utilized this year due to training on
poverty, and if so to please elaborate on the changes. Many teachers described
instructional changes that had occurred during the school year due to their training on
poverty. As I analyzed the responses, three areas stood out as instructional strategies the
teachers used: background knowledge, homework, and grouping. Many teachers
described recognizing that students from poverty did not come to class with the same
background knowledge that students from middle class backgrounds did. They claimed
that they no longer made assumptions that all students entered the classroom with the
same background knowledge. Mrs. Avery said, “In the introduction of lessons, I always
have to provide more background knowledge to students that are from poverty because
they don’t have the experiences.” She detailed how she would have to bring in video
clips, stories, or hands-on materials in order to build the background knowledge. Mrs.
Farmer, a kindergarten teacher, also expressed the need to use hands-on examples and
materials in class as a way to build background knowledge of abstract concepts. Mrs.
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Decker, a fifth grade teacher, conveyed that the lack of background knowledge slows the
rate of teaching she can provide for her students. She said, “With kids from poverty I
have to do more guided and more verbal instructions. Then I have to repeat it, and show
videos and such. While with others they are more independent and can handle things on
their own.”
Changes in utilized instructional strategies were also evident in the amount of
homework assigned. Teachers expressed that they were more tolerant and lenient in
expecting homework to be completed on time. Mrs. Russell stated, “I am giving them
more incentives to get the homework done, giving them more time at the end of class to
get started, or letting them finish things because you knew they weren’t going to get
things done.” In addition, teachers also expressed that they assigned less homework to be
completed. Mrs. White, a first grade teacher, expressed that a conscious decision was
made in the first grade to adjust the amount of homework assigned. She said, “Normally,
we would have a set number of things that we would give, but everything wouldn’t come
back done, so we backed off on the set amount of homework.”
Many teachers also expressed that a new instructional strategy they used was a
difference in the way they grouped students. Teachers touted that more attention was
paid to weaknesses that individuals shared while building groups to help them learn, and
more attention was paid to the learning styles of the student. Mrs. McCann, a third grade
teacher, expressed how she worked to fill in the learning gaps of students: “ I created
cooperative learning groups where there is a high performing student in each group that
the lower performing students can pull from them.” Mrs. Wilton discussed how she now
considers learning styles: “I think that I have taken into consideration more the learning
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styles of the students than it used to be. It used to be more pencil, paper, but I think now
I pay more attention to the learning styles.”
Teachers paid more attention the individual needs of the students and structured
their teaching around these needs. Teachers now considered the background knowledge
of students, and ended assumptions that all students held the same amount of background
knowledge when they entered the classroom. Teachers adjusted the amount of
homework assigned, and grouped students based on weaknesses and learning styles they
shared.
Interview Question Seven, PLC
The seventh interview question I asked focused on the PLC format of professional
development and whether this method of professional development, as opposed to a
workshop or a speaker, proved beneficial in helping teachers understand poverty. As I
analyzed the data collected from the interviews, two themes developed from the answers
the teachers gave: the opportunity to learn from each other and relevance in meeting
student and school needs.
The first theme focused how the PLC format provided an opportunity for teachers
to learn from each other. Mrs. Pitt explained, “We learn from each other through
collaboration, by working together. We are all working on the same thing, so instead of
sharing something you learned in a workshop; you are sharing and learning from each
other.” She reemphasized the point that with off campus workshops you are relaying
information, however with a PLC, teachers are learning together through discussion.
Mrs. Farmer, a second year kindergarten teacher, emphasized the importance of
collaboration as a way to test strategies and new ideas with teachers who have had
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experience teaching. She said, “If I try something and it doesn’t work, they will be right
there next week to discuss what went wrong, giving me tips such as ‘alter it this way’ or
‘try this’ at the next meeting.” Mrs. Bay, a sixth grade teacher with over 20 years
experience teaching, commented that she learned new strategies as well when she
listened to the other teachers in the PLC. She said, “I learned a lot of different things, in
the back of your mind, the way they did or the way they conducted things, it enlightened
me on some things and how to do it better and get better results.”
Mrs. Wilton commented that the frequency with which PLC meetings are held
helped foster learning from each other. She said, “I learned a lot by communicating with
peers on a week to week basis.” Mrs. Payton elaborated on how the frequency of
meeting and learning from each other held teachers mutually accountable. She said, “By
meeting each week, you have to hold yourself accountable each time, not just that one
day of the workshop and never do anything the week after the workshop and never
coming back to it.”
The second theme that developed from the answers teachers gave during the
interviews focused on how the material was relevant and met the school’s needs, as well
as the student’s needs. Mrs. Daney said, “I think it’s easier when you are in the PLC to
talk more about things that are relevant to you and your situation.” She further expressed
that many times in service trainings or workshops, speakers only discuss what they have
as the topic, and the meeting is not focused on the needs of the school. Mrs. Daney also
thought that PLC allowed the teachers to focus on classroom issues and PLC allowed
teachers to go deeper into the issues. Mrs. Quick, a kindergarten teacher, emphasized
how the awareness of needs grew with the PLC process. She said, “Its different ideas
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you are getting with a PLC. A workshop may give you different ideas to learn, but with a
PLC it has helped us become aware of their needs.” Mrs. Avery, a fourth grade teacher,
emphasized how the PLC process helped meet the instructional needs of students by
allowing time to meet and discuss student strengths and weaknesses.
Mrs. McCann emphasized how workshops do not always fit what you are trying
to do or the group of kids you are working with. However, she thought that PLC allowed
the school to better meet its academic needs. Mrs. Tollson emphasized the view that PLC
help meet academic needs as well when she said, “The PLC has been important for the
teachers in my grade to get together and discuss the needs of the second grade curriculum
and the needs of our students.”
Mrs. Moore emphasized how the PLC had become a change agent in the school to
meet the school’s needs. She said, “The PLC is a continuous process of changing and
finding out what works and what doesn’t work and making it better.” She detailed how
the PLC process differs from other forms of professional development by making
teachers follow through with change. Mrs. Moore said, “With the PLC, you get to work
on something, not just oh well; you actually get to see it change, you get to work together
on changing something.” As she compared the PLC process with other professional
development workshops, she emphasized that good ideas are started but seldom followed
through on with workshops. A reason she cited was that an individual, not teams, usually
attended workshops, and therefore no one emphasized follow-up activities.
I observed that teachers trained in the PLC process saw the benefits this form of
professional development provided. Teachers emphasized they learned from each other,
and also indicated that the PLC process helped them better meet the needs of their
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students and school. While there was little criticism of workshops and speakers as a form
of professional development, teachers detailed how the new ideas they obtained were not
implemented or assessed as often as ideas that started in the PLC process.
Interview Question Eight, Implementation of the Knowledge of Poverty
The eighth interview question I asked focused on which aspect of Understanding
the Frameworks of Poverty (Payne, 2005) the teacher remembered the most, and how
they implemented it into their daily teaching practice. While answers varied among
teachers, three themes developed: (a) an increased awareness of how many of their
students lived, (b) not becoming frustrated over difficulties, and (c) conflict resolution
was taught more.
Many teachers cited the scenarios Payne (2005) described as indications that
individuals are living in poverty. Many teachers expressed an increased awareness of
poverty through their reading and discussions in the PLC meetings. Mrs. Quick said, “I
didn’t think about people reacting to situations because of their poverty levels; I always
thought it was in a person’s make up on how they would react to a situation.” She went
on and described how discussions in the PLC meetings caused her to realize that people
react differently when put in certain situations. She explained, “We would talk in the
meeting how lower income people would give their things away when they need it; they
don’t think about keeping or saving it, they give it to their families.” Mrs. Pitt explained
how the scenarios had a lasting impact on her teaching practice. She said, “The scenarios
brought it to light, you know things are going on here that are going on in other places.
Her book opened my eyes to see that the teachers can make school a better place for the
child.”
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Mrs. Landry, a sixth grade teacher, commented that her daily practice changed by
becoming more aware of the way she viewed students’ experiences and background
knowledge. She said, “You forget the fact that so many people don’t or haven’t
experienced the things that you have or the experiences they have not had.” She
explained that throughout the book this was the one thing she got from the PLC team
meetings and deemed it a valuable and worthwhile concept of understanding poverty.
Many teachers detailed that an aspect they learned from the book was the
importance of maintaining an awareness of a student’s background and situation. Mrs.
White, a first grade teacher, commented on the importance of understanding a student’s
situation and being aware that they will have certain needs. She said, “We all come from
different situations and backgrounds and have different needs and some things that we
see as important they don’t see as important.” Mrs. McCann, a third grade teacher, also
expressed the importance of being aware of the issues and situations in a student’s life.
She said, “They seem to be so needy emotionally, and when they come to school there
are so many other gaps that we need to fill that have nothing to do with education.” She
believed that it was hard for many students to just sit in class and concentrate on learning
when they are worried about something else.
The second theme that developed involved teachers who expressed that they had
learned not to become as frustrated over the behaviors exhibited by their students of
poverty. Mrs. Ward, a second grade teacher, explained that she had to change her way of
thinking when she remembered how the book described many situations that students go
through as survival mode. She said, “I would get frustrated with them, but then I back up
and think, hey, their life is so much different than mine.” She thought that as she took
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that into consideration, her frustration level lowered with many of her students. Mrs.
Decker, a fifth grade teacher, recalled how the book described a behavioral tendency of
impoverished students to tell a story from the middle as opposed to a beginning, a middle
and an end. She explained that when she dealt with discipline issues now, to keep herself
from getting upset, she asked, “Why are you starting here? Why are you starting in the
middle?” She explained she knew why they were starting from the middle so she would
say to the student, “I didn’t start there, why did you start there?” She explained that her
patience with this behavior had grown, due to her understanding of why the behavior
occurred.
Mrs. Tollson, a second grade teacher, explained that she kept her frustration level
low by using what she learned from the book about not to pre-judging a situation. She
explained how she would become extremely frustrated that a child would come to school
without even a dollar, but the parents would come with expensive fingernails and cell
phones. She said that she learned from the book, that often times someone repays a favor
by providing services in lieu of money. She said, “This all stuck out with me, that just
because I may see things one way and thinking they had the money to do it, it could just
be a favor that is being repaid.” Mrs. Tollson said she understood that this might not be
true in all cases, but the chance that it was true kept her from pre-judging a situation.
The third theme that teachers described was the focus on implementing conflict
resolution as a way to settle discipline issues. Mrs. Thomas, a kindergarten teacher, said,
“The biggest change that I made in my classroom was talking to them and reasoning with
them; and it seemed to have more of an effect with them.” In the fourth grade, two
teachers commented that conflict resolution was the aspect they took from the book and
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implemented in their classroom. Mrs. Avery detailed how she used conflict resolution to
determine why there was a discipline issue. She said, “I get them to think it out, talk it
out, and write it out, to determine why they did this or what is it about this that is making
me act this way.” She explained how this moved the focus of the issue from a negative
situation to one that was centered on making better choices. Mrs. Wilton also detailed
this process of having students make better choices through conflict resolution as
opposed to just punishing a negative situation. She said, “I want them to really think
about what they have done, and what are the consequences of what they have done.”
As I analyzed the data collected from this interview question, I saw that many
perceptions, attitudes, and behaviors had changed as a result of the training on poverty.
Teachers expressed a difference in the way they approached discipline, made conscious
attempts made to look at situations in a different manner to reduce frustration, and
became more aware of the impact and behaviors of poverty.
Interview Question Nine, Summation and Additional Comments
The last interview question summarized how the intent of the interview session
was to understand how teachers thought about PLC and poverty differently now than
when the process started in the fall 2010, nearly two years before. I asked what I needed
to know to understand about PLC and poverty that I had not asked them. Teachers
expressed a wide variety of responses, primarily focused on the change in their
perception and attitude toward poverty. However, there were responses on the PLC
process as well. Mrs. Decker, a fifth grade teacher, stressed the importance of having
teachers feel comfortable about asking questions and having a quality agenda on hand
when beginning a PLC team meeting. She said, “There are questions that people have
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that they really don’t ask. You have to get people to buy into the idea that it is ok to say
you really don’t understand something and ask it.” She also believed that an agenda
helped keep a PLC meeting on topic, and it allowed the opportunity for placement of a
question someone may be too reserved to ask about. Mrs. Farmer, a kindergarten teacher,
also emphasized the importance of having and sticking to an agenda. She said, “I believe
that we would have a little more consistency with our meetings. I may have had
something I wanted to bring up, but we might not get to it.” Mrs. Landry, a sixth grade
teacher, expressed a concern that she did not think her colleagues understood that a PLC
was actually professional development. She said, “Do all of the staff have a clear
understanding of the PLC process and its impact in understanding what they are
accomplishing? And how a PLC really is professional development just like a workshop
or a speaker?” Teachers’ responses exemplified in questions and concerns about the PLC
process maintained an effort to improve the overall PLC process.
The second part of the question displayed a change in perceptions and attitudes
expressed by the teachers on poverty. Many teachers discussed how they recognized
aspects and behaviors of poverty clearer than before. Mrs. Farmer said, “When I student
taught I didn’t even think about it all. Never thought about kids who did bring supplies,
never thought about those that didn’t.” She explained how her first year teaching was at
Boulder Elementary School during the first year of the PLC training on poverty. She
explained that through her PLC training on poverty, she became more aware of and
sensitive to impoverished students through the PLC training now that she had her
classroom. Mrs. McCann, a third grade teacher, discussed how she tried to make the
transition of an impoverished student to the middle class world of school a more pleasant
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situation. She said, “Poverty affects the overall being of a student.” She described how
she spent extra time teaching the hidden rules of the middle class to students from
poverty.
Teachers realized how poverty affected the school and the community. Mrs.
Terrier described how she saw a difference in the number of rental houses in the
community and how the students were, as she described, “Street smart.” Mrs. Ward
described how the community had changed over the 20 years she had lived here and how
it has affected the school. She said, “The demographics have changed. There is only so
much we can do here, but I think that we are the only hope we have for some of these
kids, without a doubt, and they know it.” She described that we need to create a safe and
comfortable environment for the students in the time that they are here.
One teacher, Mrs. Matthews expressed a concern on where the balance was in
accepting the behaviors of poverty and expecting more. She expressed the thought that
we have been presented with these two different ideas about living, but questioned which
was right. She said, “Should I just excuse behavior, because I know that they are from
poverty? Or should I expect them to do more? At what degree should I expect them to
come over to my side?” She wondered where the line would be drawn in understanding
or excusing a behavior and feared that excuses would mount because the kids were from
poverty.
Through the interview process teachers described an increased perception of how
poverty affected the student, school and community. Observations of classrooms and data
collected confirmed the change in perceptions and attitudes that were expressed in the
interview process.
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Summer 2012
Discipline Data Collection
As the 2011-2012 school drew to an end, I collected all of the discipline data
entered during the school year. I focused on two areas: the number of discipline referrals
by teachers who were trained in the PLC process on poverty, and the type of discipline
referrals submitted to the office.
I analyzed the printout for discipline referrals by teachers. Out of 29 teachers
who completed two years of PLC training 12 saw a sizable reduction in the number of
office referrals they wrote in the second year of PLC training as compared to the first
year of PLC training. In the year preceding the first year’s PLC training on poverty only
8 teachers showed a decline in the number of office referrals from one year to the next.
Of particular notice was Mrs. Pomagran, during the 2010-2011 school year she wrote 52
office referrals, she reduced that number by 23, having written 29 office referrals during
the 2011-2012 school year.
When overall discipline was compared between 2010-2011, the year of the PLC
poverty training, and 2011-2012, the year after the PLC poverty training, data collected
showed an overall reduction in the number of office referrals submitted by teachers. In
the 2010-2011 school year 1,518 student referrals were written. In the 2011-2012 school
year 1,448 student referrals were written. When analyzed further, most categories that
discipline referrals could be categorized in saw little to no change. However, the
category of disruptive behavior saw the largest decline. In 2011-2012 the number of
office referrals was 35, down from 81 the year prior (see table in Appendix C).
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Test Scores Data Collection
When MCT 2 test scores arrived in late June 2012, the overall QDI for Boulder
Elementary School rose just one point from 155 to 156. However, the school made big
gains in the area of growth. Having not met growth in the 2010-2011 school year, the
school had been labeled academic watch by MDE (2011a). By meeting growth, the
school was able to ascend one category and earned the labeled successful by MDE
(2012). In addition, the school met AYP in economically disadvantaged black males, a
category it had failed to meet the year prior (MDE, 2012)
Summary
Through the two years the research study was conducted, I observed a change in
the perception and attitude of the teachers of Boulder Elementary School about poverty.
Initially, poverty was a concept that most teachers on staff did not understand in its
context of resources, hidden rules, and behaviors. Teachers were trained on poverty for
one year using the PLC process, while formal and informal observations were conducted
in the first year, change was witnessed as being more evident during the second year of
the study as teachers’ implemented strategies they learned the year before. The second
year saw the PLC process expanded to include measures to improve instruction and
increase student learning. Many of the features that were required to initiate
improvement in instruction and increased student learning, things such as identifying
student needs, and building relationships with students and parents, were the same
strategies teachers had learned the year before in their training of poverty. As teachers
discussed efforts and strategies during the second year’s PLC team meetings to improve
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instruction and increase student learning, they focused on the needs of the students, and
used many of the strategies they learned during the first year’s PLC training on poverty.
Overall, the perceptions and attitudes of poverty had changed. While I observed
areas where improvements could be made, the PLC process had proven effective in
changing perceptions and attitudes of the middle class teachers on the frameworks of
poverty.
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CHAPTER V
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

Chapter five of the research study details the results of the two-year qualitative
research study conducted at Boulder Elementary School. The chapter is organized with a
summary of the results based on the research question that drove the study: What changes
in perceptions, attitudes, and performance occur in middle class teachers after being
educated on the frameworks of poverty in a PLC format of professional development?
The chapter summarizes the examination of this question through the first four chapters
of the research study. The chapter then progresses into a discussion of the findings along
with conclusions based on these findings. The chapter concludes with recommendations
to practitioners and policy makers based on the findings and with recommendations for
further research.
Summary of Results
The research study was a two-year longitudinal case study of Boulder Elementary
School to determine what changes in perceptions, attitudes, and behaviors occurred in the
middle class teachers of this elementary school after they were educated on the
frameworks of poverty through the PLC format of professional development. The first
four chapters of the research study developed the introduction and the problem that was
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studied, the literature review, the research design and methodology, and the results of the
research study.
Chapter One
Chapter one detailed the problem and purpose, along with the theoretical and
conceptual frameworks upon which the research study is based. The chapter provided a
brief overview of the research design and methodology, its limitations as well as the
significance of the study.
The problem that Boulder Elementary School struggled with was that middle
class teachers who worked at the school were facing difficulties when teaching students
from poverty. The teachers of Boulder Elementary School struggled to meet the changes
occurring in their school after the demographics of the students attending the school
changed. The change in demographics was a result of an increase in economically
disadvantaged students enrolled in the school as measured by qualifying for free and
reduced lunch. This change in demographics was met by fear and uncertainty in teachers
who did not have the skill set required to meet the challenges and changes in their school.
The purpose of this case study was to understand how the teachers of Boulder Elementary
School would react during and after PLC training on the frameworks of poverty. The
theoretical framework of the research study was based on a constructivist theory where
new knowledge is created from the learner’s experiences.
The research design used in the research study was case study methodology. The
case study detailed the reactions and experiences of the teachers before, during, and after
PLC training on the frameworks of poverty as they worked, trained, and interacted with
each other and students at Boulder Elementary School. Gay et al. (2009) described a
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limitation as some aspect of a case study that the researcher cannot control but believes
may negatively affect the results of the study. I understood that a potential limitation
would be that teachers would not give honest answers in all situations because I was the
researcher and was also their supervisor. In order to combat this limitation, I utilized a
triangulation approach. Glesne (2011) described triangulation as a multiple-data
collection method that promotes a deeper, more complex understanding during the
inquiry process. The significance of the research study developed from the insight gained
from teachers who face a transition in the demographics of their classroom through the
increase in population of economically disadvantaged students.
Chapter Two
The second chapter focused on a review of the literature that guided the research
study. The literature review focused on three areas: poverty, PLC, and constructivism.
The section of the literature review devoted to poverty focused on four sections:
the impact that poverty plays in education, the problems middle class teachers face in
teaching students from poverty, the frameworks of poverty as presented by Payne (2005),
and the differences found between rural and urban poverty. The research in the literature
review showed a relationship between poverty and its impact upon education. Anderson
et al. (1992) determined there was a definite negative relationship between average test
scores and student achievement when related to poverty. Ladd (2011) confirmed the
concept that SES plays and important role in student and achievement and believed that
average test scores are likely to be lower in schools, districts, or states with higher
proportions of poor children.
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Middle class teachers face problems in teaching students from poverty. Bennett
(2008) highlighted that a problem lies in the lack of interaction between middle class
teachers and students from poverty. Hodgkinson (2002) also believed that if a teacher
has little to no experience with poverty and is hired to teach in a school with a high
percentage of students in poverty, success will be very difficult for that teacher.
Payne (2005) described the frameworks of poverty as the information about
poverty that is often not understood by the middle class. In her description of poverty,
Payne described the different types of poverty, generational and situational, along with
the different resources that influence poverty. In addition, she described the strategies of
knowledge of hidden rules, providing necessary resources and the creation of
relationships skills that middle class individuals can use to create better working
relationships with individuals from poverty.
The portion of the literature review devoted to poverty also included a section that
considered the differences between rural and urban poverty. These differences between
rural and urban settings impact the approaches teachers take in addressing students from
poverty. Dudenhefer (1993) explained that rural areas often provide little opportunity for
employment or mobility, but do provide residents with ties to family and friends. As
Boulder Elementary School serves a rural population, the teachers needed to develop
skills that will enable them to meet the demand of a rural setting. According to White
and Kline (2012) teachers in a rural setting are perceived as leaders in the community and
must be prepared to teach students from socio-economic and cultural backgrounds
different than theirs. As teachers maintain a strong influence in a rural setting, it
becomes important that teachers are taught the skills to positively affect their setting.
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The second section of chapter two focused on PLC. The PLC was the
professional development tool used to teach and train teachers on the frameworks of
poverty. According to Dufour et al. (2010), a PLC is an ongoing process in which
educators work collaboratively in recurring cycles of collective inquiry and action
research to achieve better results for the students they serve. According to Hord (1997),
the goal of a PLC lies in its efforts to enhance a teacher’s effectiveness as a professional,
thereby benefiting the students they work with. Hord also stressed that a PLC can have
an enormous organizational impact by becoming a powerful staff development tool and a
potent strategy for school change and improvement. The PLC process allows teachers to
participate in a professional development process that not only allowed them to learn
collaboratively from each other, but also allowed them to meet the needs of their
students.
The third area of the literature focused on constructivist theory. According to
Henson (2010) constructivist theory claims that new knowledge is created based on the
learner’s own experiences, and that an individual creates new knowledge by discovering
a relationship between new information and prior understanding. This theoretical
framework allowed the participants to create their own knowledge through the shared
experiences of others and relate this knowledge to their prior understanding. It also
allowed participants to build upon their knowledge as they applied what they learned in
PLC training into the classroom setting.
Chapter Three
The third chapter focused on the research design and methodology used in the
research study. The research study examined the changes of perceptions, attitudes, and
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performances in middle class teachers as they were trained in the frameworks of poverty
through a PLC professional development process. This qualitative case study was
bounded by a two-year time period and the setting was Boulder Elementary School, a
small town public school in rural Mississippi. The participants chosen for this research
study represented a purposeful sample that provided a thick description of the
experiences, perceptions, attitudes, and performances in the case study.
A qualitative approach and case study methodology were selected for this
research study in order to gain insight in to how middle class teachers perceive and view
poverty before, during, and after training in a PLC process. The research study provided
a thick description of how these middle class teachers reacted when facing the issue of
poverty, a concept with which most had limited familiarity. The site of the study, Boulder
Elementary School, had experienced an increase in the percentage of students who
received free and reduced lunch and this increase was causing problems for the middle
class teaching staff. As the teachers were trained on the frameworks of poverty, a
qualitative approach was used to detail and record their process through the professional
development training.
Data were simultaneously collected and analyzed during the two-year study. Data
were collected through interviews, observations, and document collection. Data were
analyzed through a thematic analysis process that looked for patterns and categories as
the study developed. The collection and analysis of the data provided the content for the
thick description in the changes in perception, attitudes, and performances of the
participants trained on poverty through the PLC process.
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Chapter Four
The fourth chapter detailed the results of the study. The chapter was presented in
chronological order as the events occurred. The research study began by giving the
background information to the problem. The problem the teachers of Boulder
Elementary School faced was having an increase in students who qualified for free and
reduced lunch without the skill set to handle the change. In order to address the problem,
the teachers were trained on the frameworks of poverty through the PLC process of
professional development. To facilitate this training, the book Understanding the
Frameworks of Poverty by Payne (2005) was used. Chapter four details this two-year
process of PLC training on poverty.
I began the process in the 2010-2011 school year by discussing the concept of
PLC to the teachers. I explained what I saw as the biggest problem facing Boulder
Elementary at the time, a dramatic increase of economically disadvantaged students
within the school. I explained how we would use the PLC process as professional
development to learn about poverty and increase our skill set as teachers to handle the
changes that were occurring.
Initial interviews were then conducted with the participants in a focus group
setting. This process allowed me to gain an understanding of the initial perceptions of
poverty as well as learn how much experience each participant had with poverty. These
initial teacher perceptions served as the basis when determining the changes that occurred
during and after PLC training.
PLC training on poverty began in September 2010. The first chapter focused on
resources and how they influence poverty. Payne (2005) defined poverty as the lack of
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resources as opposed to just a lack of money. The concept that poverty was only a lack
of money had been the initial perception of every participant. This concept also initiated
the discussions and shared experiences, which drove the PLC and created new knowledge
in the teachers who participated. These initial discussions and PLC team meetings on the
first chapter, resources, set the foundation for promoting conversation on the impact of
poverty.
As October 2010 arrived, the PLC focus shifted to the second chapter and the role
language and story played in working with individuals from poverty. Though teachers did
not initially believe they had experiences with language and story, I shared an example
and conversation regarding the way individuals communicate with each other improved
and an understanding of language and story, and the impact they play in the lives of
economically disadvantaged individuals, increased.
In November 2010 the PLC team meetings focused on the third chapter that
included the hidden rules among class. This chapter included a quiz which Payne (2005)
believed allowed an individual to realize whether they could survive in another economic
class other than their own. As the teachers (all of who had identified with middle class)
took the quiz, they quickly realized there were many aspects of poverty they had little
understanding of and very few skills to survive in that setting. As discussions and shared
experiences began in the PLC team meetings, two realizations emerged: (a) those in the
middle class do not understand the hidden rules of poverty, and (b) those in poverty do
not understand the hidden rules of the middle class. Teachers began to understand how
they had taken many areas for granted in assuming that their students knew features
commonly associated with the middle class.
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The first semester of PLC team meetings ended with chapter four, the
characteristics of generational poverty. Payne (2005) described generational poverty as
poverty that has remained in a family for more than two generations. A difference in
perception and attitude was witnessed within PLC team meetings on the subject of
generational poverty. Teachers began a shift of thinking only of personal experiences, to
thinking about what a child may be experiencing. This shift in thinking facilitated
discussion on changing the way teachers approached or handled relating to students.
Throughout the first semester of PLC training with the first four chapters of the
book, I had witnessed a change in perception about poverty and had witnessed a change
in attitude on how to approach students from poverty. What I had not witnessed was any
real change occurring in the classroom setting. When I went for formal and informal
observations, teachers had not applied the changes they discussed into action in the
classroom setting.
The PLC team meetings resumed in the second semester of the 2010-2011 school
year by discussing chapter five on the topic of role models and emotional resources. The
shared experiences discussed on this topic included personal experiences as well as
situations that students were encountering. The knowledge that teachers shared on
situations that students were experiencing further developed the perception and attitude
that poverty posed a real problem in the school.
As February 2011 arrived the PLC team meetings focused on the sixth chapter,
which detailed support systems or the opportunities that an individual would be able to
access in time of need. As the PLC team meetings discussed this topic, teachers
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expanded their perception that an understanding of poverty should not only occur on a
personal level, but also should develop on a grade and school wide level as well.
As February 2011 ended, the PLC team meetings progressed to chapter seven
which focused on discipline. This chapter produced the most discussion of any chapter
and consequently consumed the longest amount of time. Discipline proved to be an
emotional subject and also provided the opportunity for shared experiences to be used a
way to voice frustrations that teachers experienced. To develop the discussion process
past the emotions of the subject, the discussion focused on what Payne (2005) described
the ways to handle discipline and construct an effective discipline program. I led
discussion and provided examples on the material of penance and forgiveness, as well as
teaching a separate set of behaviors to students from poverty. In addition, I explained and
provided examples of constructing a discipline program that promoted self-governance
and students making better choices. Within the discussions on the topic of discipline,
teachers progressed from a position of independence to one of interdependence. In
addition, within the discussions on discipline, I also witnessed a resistance among a few
teachers to change the patterns of discipline they had developed over their teaching
career.
As the second semester concluded, the focus of the PLC team meetings shifted to
the last two chapters of the book on improving instruction and relationships. Teachers
were not as willing to share experiences that focused on improving instruction as they
had been in improving the previously discussed topics. While a few teachers were
willing to share strategies they used in the classroom, most teachers listened and did not
share.
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With the last chapter, which focused on relationships, teachers did share
experiences in the relationship building strategies they implemented with students.
However, the tendency in these shared experiences was for the teachers to share
strategies they used with students they found easy to form relationships with. I
challenged the teachers to share strategies they used with students they found it more
difficult to develop relationships with. This challenge created a realization that
improvement in this area was needed to form better relationships with all students.
As the 2010-2011 school year ended, we had concluded the discussions and PLC
training on poverty. I had witnessed changes in perceptions and attitudes among teachers
on what poverty was and how it affects those who interact with it. What I had not
witnessed was a change in behavior in classrooms with those who were trained in the
PLC process. I saw plans, I heard discussion, but I had witnessed very little in the way of
actual change developing in the classroom.
As the test results arrived in the summer of 2011, with scores lower than we were
accustomed to, I decided that change would have to develop at a faster rate. I initiated a
plan to use the PLC process to improve instruction at Boulder Elementary School. In our
previous PLC team meetings, improving instruction had been one of the topics that Payne
(2005) described as a way to help students from poverty. However, it had been a topic
that teachers were reluctant to discuss and share ideas or experiences. So with a renewed
effort, we began the 2011-2012 school year focused on using the PLC process as a means
of taking the knowledge on poverty that the teachers had developed the year before and
creating a change in behavior by improving instruction.
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I used the Dufour et al. (2010) PLC process to implement a PLC process focused
on improving instruction. The authors described a PLC that uses collaboration, collective
inquiry, and action research to achieve better results for students. We shifted the focus
from the viewpoint of whether the material had been taught or not, to a viewpoint of
whether the students had learned the material or not. We administered common
assessments as a way to determine whether a student had learned the material or not, and
the school’s daily schedule was re-written to allow time for remediation and enrichment
based on the a student’s need. Each grade worked to take a collective interest in every
student’s progress.
The transition did not develop quickly, and the obstacles that Dufour et al. (2010)
described such as trust building and resistance to the common assessment were evident.
However, by the end of the first nine-week grading period and the beginning of the
second nine-week grading period in the 2011-2012 school year, a transformation
occurred. Though not in every PLC team, and not with every teacher, there was evidence
that PLC teams were effectively transforming and focusing into effective PLC teams
focused on improving instruction.
In addition, strategies that had been developed in the previous year’s PLC team
meetings such as ways to improve relationships, teaching coping strategies, and
developing support systems to help individuals from poverty be successful were evident
across the school. The change in teacher behavior that I had not witnessed during the
year we were implementing the PLC training, I observed on a consistent basis during the
second year beginning in the first nine week grading period.
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As the second nine week grading period progressed, two grades, fourth and fifth,
were having effective PLC meetings focused on improving instruction. Four grades,
kindergarten, first, second, and third, were making progress but still had areas in which
improvement could be made upon. One grade, sixth, still resisted those aspects of the
PLC process that focused on improving instruction. However, other teachers continued to
implement strategies they learned during the PLC training on poverty as well as exhibit
behaviors that showed they were aware of the influence poverty had on the lives of many
of their students.
During the third nine-week grading period, the two grades that had been running
efficient PLC team meetings continued to do so. Each meeting ran efficiently, data
collected from assessments were analyzed, the needs of the students were discussed, and
plans were made to address strengths and weaknesses of the students based on their
needs. The four other grades that had shown improvement were continuing to progress,
and while the complaints had diminished from the one grade that had resisted, they still
did not make effective use of instructional strategies based on the individual needs or the
strengths and weaknesses of their students.
In addition, during the third nine-week grading period, while many of the teachers
were still implementing the strategies they learned during the PLC training on poverty, a
few teachers repeated behaviors they had exhibited prior to the PLC training on poverty.
Many of these behaviors centered on discipline, and while I knew that discipline
strategies had been taught and experiences had been shared that built a knowledge base to
assist teachers, some teachers still fell victim to frustrations and to utilizing ineffective
strategies in discipline situations.
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As the fourth nine week grading period began, the PLC teams had data from a
summative common assessment, the ELS benchmark test, to analyze. The data showed
objectives and patterns that students had not mastered based on the instruction they had
received. While the common assessments had produced data sets teachers used to plan
remediation, this summative assessment renewed their efforts and provided detailed
objectives that teachers could target and provide intense remediation. The grades that
had been steadily improving throughout the second and third nine-week grading period
made vast improvements during this last nine weeks. Sixth grade, the grade that had
resisted the PLC process of improving instruction, also made vast improvements and
began implementing effective PLC team meetings based on improving instruction.
In addition, there was a renewed sense and effort on behalf of the teachers in
implementing the relationship and support system strategies they had learned in the
previous year’s PLC team meetings. Each grade held parent meetings and provided
parents with strategies that would assist their children on the MCT 2.
As the fourth nine-week grading period concluded, I interviewed each of the
teachers who had participated in the two-year research study. I asked a series of nine
questions to each of the teachers. Allowing for follow up inquiry to be posed to these
structured questions, topics centered on the perceptions, awareness, and the ways teachers
identified poverty in their classroom. Additional topics included the relationship,
discipline, and instructional strategies that teachers had been trained on during their PLC
meetings. Questions were also asked about PLC, the teachers’ implementation of their
knowledge of poverty, and a summation of what they had learned. Responses to these
questions were analyzed along with other collected data to determine the changes in
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perception, attitude, and behaviors that had occurred in teachers due to their training in
poverty.
When the 2011-2012 school year concluded, documents were collected that
provided data on discipline referrals and test scores for the school year. I used these
documents to determine whether the behaviors I saw change had resulted in change in
discipline and instruction. Overall, discipline referrals showed a decrease with many
teachers showing a sizable decrease in discipline referrals. In addition, test scores for the
2011-2012 school year showed improvement over the preceding school year.
Improvement was also made in the area of growth, which measures individual student
achievement, as well as improvement in the subcategory of economically disadvantaged
black males.
The first four chapters of the research study detailed the problem that was studied,
the review of the literature, the research design and methodology used, and the results of
the study. The longitudinal two-year case study, researched the problem Boulder
Elementary School experienced in an increase of economically disadvantaged students
and a middle class teacher base that lacked the skill set to effectively handle this change.
The study examined the changes in perception, attitude, and behaviors that occurred as
these teachers were trained on the frameworks of poverty through a PLC process.
Discussion
In researching the impact that poverty has on a school setting, I found evidence in
my study that poverty does indeed have a significant impact on student achievement.
Anderson et al. (1992) determined there was a definite relationship between average test
scores and poverty level. They also determined that student achievement was related to
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family SES and those students from lower SES families tend not to score as well as
students from higher SES families. The research study showed that as the percentage of
students who qualified for free and reduced lunch increased at Boulder Elementary
School, achievement as measured by test scores decreased. Ladd (2011) confirmed the
concept at SES plays an important role in student achievement and claimed that study
after study had demonstrated that children from economically disadvantaged households
perform lower in school on average than students from more advantaged households.
I also found evidence of the difficulties that middle class teachers have when
working with students of poverty. Bennett (2008) highlighted this problem in her
research of pre-service teachers in Georgia, where she determined they received little to
no instruction regarding working with low-income students. The gap in the research
developed in the training that experienced teachers received on teaching students from
poverty. Workshops, speakers, and other forms of professional development existed to
train middle class teachers on poverty; however, little research existed on providing a
sustained training to teachers, which taught educators on the aspects and influences of
poverty. This is why I decided to conduct a research study that trained experienced
middle class teachers on the frameworks and impact that poverty has on students through
a sustained effort in a PLC format of professional development.
I found evidence that the PLC format of professional development provided a
sustained way to promote learning and school improvement. Hord (1997) detailed that
the PLC process provided administrators and teachers a way to continuously seek and
share learning as well as act on what they learn. Hord believed that the PLC process not
only enhanced teachers’ effectiveness as professionals, but also maintained that the PLC
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process has an organizational impact of being a staff development approach that provides
school change and improvement. My findings concurred with Hord: the PLC training on
poverty provided a sustained format of professional development that promoted learning
and improved the entire school. Teachers were allowed to share experiences and learn
from these shared experiences, which in turn created new knowledge and the willingness
to try new strategies in the classroom setting. Dufour et al. (2010) defined PLC as an
ongoing process in which educators work collaboratively in recurring cycles of collective
inquiry and action research to achieve better results for the students they serve. Dufour et
al. stressed the way to make schools improve is to shift the focus to student learning.
This is achieved by creating a continuously meeting collaborative environment, where all
the teachers know the student’s needs, and the focus of the team impacts classroom
practice leading to better results for the students, the team, and the school.
I found evidence that knowledge is created within individuals based on the
learner’s experiences. Henson (2010) detailed that in constructivist theory and individual
creates new knowledge by discovering a relationship between new information and prior
understanding. My findings showed the creation of knowledge through shared
experiences. The teachers had very limited knowledge base on the frameworks of
poverty before the PLC training began. As the PLC training on poverty began, the
perceptions, attitudes, and behaviors of the teachers changed as knowledge was created.
Teachers discovered relationships between the new information presented and their prior
understanding. This relationship fostered a change in the perceptions, attitudes, and
behaviors of the participants.
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I determined that the gap in the research, and where this research study provides
information is through combining the training of poverty through the PLC process of
professional development to create a knowledge base in teachers based on shared
experiences. Research in the literature showed the detrimental impact that poverty has on
student achievement and how many teachers, especially middle class teachers, do not
understand this impact. Research in literature showed that the professional development
tool, PLC, when utilized effectively, has the potential to result in school improvement
based on a continuous, collaborative effort by teachers to identify and meet the needs of
their students. Research in the literature also showed that individuals create new
knowledge based on experiences and the relationship between new information and prior
understanding. However, a gap in the research developed when utilizing PLC as a
professional development tool to improve a school addressing the problem of poverty. A
gap in the research was further evident in effectively using professional development to
train experienced, middle class teachers on poverty.
Research has shown the detrimental impact that poverty has on student
achievement, and it has shown that experienced, middle class teachers often do not
understand the impact that poverty has on student achievement. Research has shown that
this is often due to the lack of interaction and experiences that middle class individuals
have with individuals from poverty. Professional development approaches have been
provided in past to address the impact of poverty and the teachers who work with
individuals from poverty. However, research shows they have either concentrated on preservice teachers or provided information on a short-term basis thereby limiting the
possibility of creating a knowledge base built on experience or prior understanding.
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There-in lies the approach this research study took: the change in perceptions,
attitudes, and behaviors of teachers who were trained on the frameworks of poverty
through a sustained PLC process of professional development. Teachers were trained
using a PLC process of professional development that provided the opportunity to have
sustained, on-going, collaborative professional development on the frameworks of
poverty and the impact it had on student achievement. These teachers had experience in
the classroom; therefore the new information on poverty they were provided with was
combined with their prior understanding and the shared experiences of others in their
PLC team meeting to create a new knowledge base within the teachers.
The findings I present from my research are classified into three categories:
perceptions, attitudes, and behaviors. These categories were the three aspects I used in
the research question to determine what changes I witnessed as a result of the PLC
training on poverty.
The perceptions of my teachers were the quickest category of change. This was
often accomplished by simply providing information to the teachers. Evidence I provide
to substantiate my finding is found in the initial training I conducted. When the initial
questions were asked on the teacher’s perception of poverty, without hesitation or added
thought every participant said poverty was caused by a lack of money. No other answers
were given; the only perception given was a lack of money. This perception changed
after the first PLC team meeting, when teachers realized that poverty was more than
simply not having money. Findings similar to this example were repeated throughout the
entire year of PLC training on poverty, a topic would be read or discussed and a
perception related to that topic would change. However, a change in perception rarely
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created quick change in attitude and behavior. These changes resulted after sustained
training on the topic of poverty.
The attitudes of teachers began to change after months of sustained training on the
frameworks of poverty. The first evidence that teachers were beginning to have a change
in attitude came in December 2010, four months after the initial PLC team meetings.
Teachers began to think about how the impact of poverty was affecting the students they
taught as opposed to only reflecting on personal experiences. In addition, teachers began
to realize that in order for conditions to improve at the school the teachers were going to
have to change the way they handled certain situations and to utilize different strategies.
Teachers also realized that there would be no quick fix to the problems they were
experiencing, that solutions and school improvement would be developed through a
maintained effort. However, even with the progress that was made in the change of
teacher attitude, setbacks occurred where teachers held on to attitudes and were resistant
to change. This became evident on the subject of poverty and discipline. Many teachers
held on to pre-conceived attitudes and were very resistant to change. Even those who
were more open to change and made efforts to change would often fall victim to
repeating attitudes and behaviors they held before the training on poverty.
The process of changing attitudes developed at a slower pace than the process of
changing perceptions. Teachers were often quicker and more willing to change a
perception than an attitude they held. However, with a sustained effort of training on
poverty through a PLC professional development process, changes in attitude were
evident among the participants in the research study.
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The behaviors my teachers exhibited took the longest to change. Throughout the
entire year the PLC training on poverty was being conducted, classroom observations
produced little evidence of any real change in teacher behavior. It was not until the
second year of the PLC process, that teachers took the material they had discussed in the
PLC team meetings and applied it to the classroom setting on a consistent basis.
Teachers started the year by utilizing relationship building strategies, discipline
strategies, and providing support systems for their students. Concerted efforts were made
and planned for to assist students who did not have the necessary resources to be
successful, and strategies were implemented that promoted assistance as opposed to
punishment when a student was finding it difficult to meet a prescribed standard.
However, even with the progress that developed in a change of teacher behavior,
some teachers still exhibited behavior that contradicted the training they received in the
PLC professional development. Some behavior improved with a simple reminder of the
training they received and some behavior continued even after a reminder was given.
While the PLC process was not perfect, the case study shows the PLC process
resulted in a change in perception, attitude, and behavior in many of the participants
when it came to understanding the frameworks of poverty and the impact poverty has on
student achievement. The case study also shows that the sustained effort of the PLC
process produced areas of improvement in discipline referrals and student growth as
measured by test scores. Overall, the findings show a potential for the sustained efforts of
a PLC process of professional development to be useful as a training tool to teach
teachers on the frameworks and impact of poverty in the school setting.
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Conclusions
Based on my findings, the impact of poverty can have detrimental effects on a
school, especially when the staff of the school lack the skill set to effectively handle
poverty related situations. A staff must be trained in the skill set they lack in order to
effectively meet the needs of the students. However, there are a limited amount of
professional development approaches that, when utilized effectively, can change the
perception, attitude, and behaviors of experienced teachers. The research I found in the
literature validated that poverty has a detrimental impact on student achievement;
however merely understanding this impact is not enough. There has to be professional
development geared to experienced teachers that creates not only an understanding, but
also provides a way to produce a change in the behaviors and actions of the teacher.
My findings showed a quick change in the perception of poverty. This was
beneficial, but produced only mere understanding. Other forms of professional
development such as a workshop or a speaker had the potential to produce this mere
understanding or change in perception, but a long-term change in behavior and actions
would have been doubtful. To create a change in the behavior and actions of teachers
where they understood the impact of poverty, were able to develop strategies to assist
students, and then acted upon these strategies to meet the needs of their economically
disadvantaged students, a long-term process was needed. This long-term process was
accomplished through the PLC process of professional development.
This long-term process required commitment, teacher buy-in, and a willingness to
change teaching methods. Teachers must be committed to collectively collaborating with
each other to discover the problems at hand and committed to working together to find a
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solution. Teacher buy-in was essential for the PLC process to develop and for attitudes
and behaviors to eventually change. According to Dufour et al. (2010) teacher buy-in to
the PLC process is a must. Teachers must also initially buy-in to the impact that poverty
has on the school setting and the lives of the students. Teachers who are unable or
unwilling to buy in to these concepts are a detriment to the change process and must not
be allowed to hinder progress. Teachers must also have a willingness to change their
teaching methods. This is not an easy process, and does not always produce immediate
results. Teachers must develop strategies to in order to understand the needs of their
students and then teach those students based on their needs. Teachers must resist the
willingness to return to old habits or patterns that contradict their training and the
improvement process. Teachers must also stay encouraged when initial actions do not
produce intended results and stay committed to the long-term process.
Once I acquired this commitment, buy-in, and willingness to change teaching
methods, change began to develop slowly. After a few months, attitudes toward poverty
changed and teachers developed improvement strategies, and after one year’s time they
implemented these improvement strategies which changed their behaviors and actions. It
was a long-term process; there were little rapid improvement, but slow consistent change
in the perceptions, attitudes, and behaviors of the teachers who had been trained on
poverty through a PLC process.
This was consistent with constructivist theory; according to Henson (2010) an
individual has to construct new knowledge based on prior understanding. I found that
teachers had to construct an understanding of poverty before they were able to construct
the skill set to implement a change in behavior and actions.
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Recommendations
For schools that find they are in a situation similar to that of Boulder Elementary
School, where a sudden change in demographics is faced by a faculty who does not have
the skill set to handle this change, or you have an experienced middle class staff who
does not understand the frameworks and impact of poverty, I have the following
recommendations. First, communicate your concerns with your staff and determine
whether they are having the same concerns you are having. This is very beneficial to the
buy-in process; it promotes a concept of learning and working together as opposed to a
mandate of change.
Second, I recommend if you are the leader of a school, make yourself as familiar
with the problem as possible. As I researched poverty, I chose Payne’s (2005) work
because that is how I became familiar years before with the frameworks of poverty and
the impact that poverty can have in a school setting. It led to the opportunity to share
examples with teachers and provided a credible resource that teachers could read and
discuss. Though Payne was used as a resource, much of the understanding and new
knowledge came from sharing experiences and by teachers applying this new information
to previous experiences in their life.
Many areas hold potential for further research in the area of using a PLC process
of professional development to improve a school experiencing the impact of poverty.
Boulder Elementary School had only recently experienced an increase in the percentage
of students who qualified for free and reduced lunch. However, many schools across
Mississippi as well as across the nation have experienced a high percentage of
economically disadvantaged students for years. I recommend using the PLC process of
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professional development to educate teachers on the frameworks and impact of poverty in
these schools.
I also recommend that further research be conducted on using the PLC process of
professional development to train teachers on the frameworks and impact of poverty.
Poverty has been proven as having a detrimental impact on student achievement. PLC
have been proven to facilitate school improvement. However, little research has been
conducted in using this form of professional development to train teachers on the
frameworks and impact of poverty to facilitate school improvement.
Final Note
In conducting this research I learned many valuable features about poverty, PLC,
and the willingness to change when it is evident that a problem is there. I learned that in
the middle class there is a large disconnect between our lives and the economically
disadvantaged students with whom we work; the problem of the disconnect is often
overlooked, but the problem is there. Poverty’s detrimental impact has a large influence
on our school systems; the impact of this disconnect between the middle class teachers
and the economically disadvantaged students is not getting the attention it deserves.
I learned the PLC format of professional development promoted a collaborative
team and that this collaboration had many positive, intangible, benefits that promoted the
atmosphere of a healthy, positive, school environment. The collective spirit produced a
culture not only within teams, but also across teams that discouraged isolation and
promoted interdependence.
I also learned that when a problem was presented to the staff, there was a
willingness to work together to solve this problem even if it meant change. Often times
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as a staff they looked to find a rapid improvement or a quick fix to a solution when the
real change came slowly through sustained effort. However, there always was an
unwillingness to just live with the problem and do nothing about it. They may not have
always knew or understood the way, but their willingness to work and work together led
to their improvement.
As a principal I learned that while the need for change may impact a school
quickly, the process of understanding and developing a skill set to handle change will
take longer. While perceptions may change quickly, attitudes and behaviors take even
longer to change. A sustained effort devoted to learning and improvement is pivotal to
facilitate change.
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Table C1
Comparison of discipline referrals from 2010-2011 to 2011-2012
Infraction
Alternative School
Cheating
Continual Refusal to Work
Disobedience
Disrupting Class
Disruptive Behavior
Excessive Tardiness
Excessive Distraction of
Students
Failure to Follow Directions
Fighting
Horseplay
Inappropriate Language
Leaving Class w/o
Permission
Lying
Minor Bus Disruption
Minor Intimidation of a
Student
Non Criminal Behavior
Offensive Touching
Open Defiance to a Teacher
Prohibited Behavior
Stealing
Suspended from the Bus
Threats to Students
Threats-Extortion
Total

2010-2011
1
7
8
46
326
81
75
1

2011-2012
0
1
11
49
327
35
35
0

34
2
47
14
1

24
1
14
17
0

3
100
0

2
74
2

711
0
21
26
6
0
3
0
1518

767
1
35
39
10
2
1
1
1448
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